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Abstract  
Leaps of Experience: Building Digital Storyworlds for Tertiary Learners  
The two interlocking research questions for this thesis are:  
• To what extent has current experiential learning pedagogy applied  
Deweyan educational philosophy to tertiary learners? 
• What is it about the nature of digital storyworlds that may enable  
transformative experiential learning for tertiary learners?  
This thesis, composed of a portfolio and dissertation, critically investigates what  
is involved in creatively engaging tertiary students at both undergraduate and 
postgraduate coursework levels through digital environments.  
The folio contains several interlinked digital storyworlds, starting with a Pacific 
island called Newlandia and the country town of Bilby. These two storyworlds 
provide relevant ongoing situations, characters and events, and a setting within 
which to develop social advocacy skills and the capacity to assume different 
perspectives. These initial digital environments were then linked to the virtual 
organization Kaleidoscope Consulting. This storyworld is accessed through  
central Deakinopolis which is both the navigational starting point and imaginative 
framework for an almost infinite capacity to extend the digital storyworlds.  
The threads emerging from the folio, explored within the dissertation, focus  
on contemporary experiential learning experiences which are immersive and 
imaginatively engaging. The dissertation includes an interrogation of the Deweyan 
pragmatic philosophy of experiential learning, exploring Quay’s (2013) juxtaposition 
(and synthesis) of Dewey’s consideration (1916, 1938) of how to fix or capture the 
transformative point of knowing with Heidegger’s (1927) discussion  
of poiesis and praxis as a way of ‘be-ing, doing and knowing’ (Quay 2013).  
The contemporary context for this model challenges modes of knowledge transfer  
in universities by positioning the learning within social drivers of uncertainty, 
interruption and constant change.  
The methodology for the folio is practice-led research (Smith and Dean 2009),  
where the findings emerged as the boundaries of the digital storyworld development 
were extended. The narrativising of the dissertation centred on the above  
research questions. 
In the course of posing these questions, this thesis argues for an enlarged conception 
of the Brunerian notion (1986; 1996) of narrative as meaning-making and for the 
multi-faceted process of synthesising demanded by its digital manifestation upon 
tertiary learners. 
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Chapter 1 The Issue, Theoretical Background and Context 
  
3 
Introduction  
This thesis, composed of a portfolio and dissertation, presents an exploration of two 
interlocking questions: 
• To what extent has current experiential learning pedagogy applied Deweyan 
educational philosophy to contemporary tertiary learners? 
• What is it about the nature of digital storyworlds that may enable transformative  
experiential learning for tertiary learners? 
These questions are focused on my creative work as a writer over many years in 
developing a complex digital storyworld environment which I have titled 
Deakinopolis. Deakinopolis portal and its related storyworlds Bilby, Newlandia and 
Kaleidoscope Consulting, have become the content of my portfolio in this thesis 
(described in Chapters 3 and 4). This storyworld portfolio is central to researching 
my work as an educator, and the dissertation in this thesis explores the contextual 
theory that underpins my practice-led research centred on the two interrelated 
research questions above. 
The first of the interrelated research questions focuses on the extent to which 
application of a Deweyan (1916; 1938) experiential educational philosophy  
can be relevant for contemporary tertiary learners. The second question focuses  
on how the digital storyworld model encourages transformative experiential  
learning, and this involves a definition of that model in terms of storytelling  
as praxis (doing/action) and poiesis (making/creating). These questions will be 
explored in depth in Chapters 6, 7 and 8, with conclusions in Chapter 9.  
This chapter focuses on defining the problem, establishing the significance of the 
thesis and defining the key terms and concepts. The chapter concludes with a 
theoretical background and context review. Chapter 2 Methodology and Research 
Design focuses on the application of practice-led research approaches to the portfolio 
and dissertation, and these two chapters provide a framework which introduces  
the conceptual basis of research in the thesis. More detail on the structure of the 
thesis is provided below. 
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Context of the Storyworld 
My thesis is multidisciplinary in scope as I apply storytelling across disciplines by 
focusing on the narrative meaning-making of story (Bruner 1986). Role-plays and 
scenarios are my natural habitat because they can provide experiential stories to 
engage learners. The fluidity of the contexts and situations within the portfolio’s 
worlds, evoked digitally, enables learners to leap or shift between and among 
experiences, synthesising from the components in that digital storyworld – 
characters, dialogues, settings and situations – what is relevant to them as narrators 
adopting differing points of view. Participant story-making roles, based on adjusting 
to differing perspectives through adapting points of view, challenge the learner to 
imaginatively engage across the storyworld components. The digital storyworld is 
analysable separately from the area of the ‘serious game’ educational environment 
constructions and theory (for example Abt 1970; Beavis, Muspratt & Thompson 
2014) or three-dimensional, fully immersive virtual environments such as  
Second Life™ (for example Gregory et al. 2015; Peachey et al. 2010). It is  
a learning space made experiential by learners immersing themselves in an  
implicitly Aristotelian framework of story techniques – character, setting,  
point of view, plot and relationships.  
The portfolio arises from my substantial work over many years with complex  
digital storyworlds created to engage tertiary learners in relevant experiential social 
contexts. The digital storyworld model provides scenarios, situations and settings  
as a nonsequential but interrelated digital repository of events, people and places. 
These digital storyworlds invite learners into a space which is not time-dependent  
or chronological, with motivation provided through external activities (separate to 
the digital storyworld) to invite the creation of a narrative that makes meaning of  
the components they are given. This imaginative suspension within stories, which 
provide characters, settings and situations but not chronology or sequencing,  
enables tertiary learners to be in the moment (be-ing), immersing themselves in the 
storyworld. They have the fluidity to explore their own imaginative approach to 
points of view relevant to that storyworld and its characters (doing). The learners  
are able to immerse themselves in differing perspectives from their synthesis of  
the complex material in the storyworld, and understand the personal relevance  
and potential transfer of skills from this immersion (knowing). Thus, the digital 
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storyworlds re-examine a Deweyan framework (1916; 1938) through Quay’s (2013) 
‘be-ing, doing and knowing’ model, and this will be explored further in Chapters 6 
through 8.  
Structure of the Thesis 
The structure of this thesis is built upon defining leaps of experience within a 
Deweyan pragmatic philosophy and Brunerian narrative meaning-making focus as 
transformative within a digital storyworld model. The purpose of Chapter 1 is to 
establish the issue arising from the interlocking key research questions and their 
relationship to the experience of digital storyworlds and the related theory of 
contexts. This theoretical background explores story and digital storyworlds in 
relation to applications of constructivist experiential learning, and the digital 
technologies relevant to this storytelling context. Chapter 2 establishes a practice-led 
research design across both the portfolio and dissertation to provide a methodology 
to interrogate those interlocking research questions. Within the portfolio of Chapters 
3 and 4 the descriptive analysis demonstrates how the portfolio was created and 
developed, illustrating the digital enhancements and creative practice behind 
Deakinopolis and its satellite digital entities.  
The dissertation focus in Chapter 5 maps the relationship between my creative 
practice in developing the portfolio, and the issues arising from considering a 
Deweyan (1916; 1938) and Brunerian (1986; 1996) approach for the tertiary learner. 
Chapter 6 asks the question of how and why Deweyan experiential learning might 
have contemporary relevance, incorporating reflection on Heidegger’s reflections on 
poeisis and praxis (Heidegger 1927). Chapter 7 considers how the digital learner may 
find these digital storyworlds relevant to their experience (Dede 2005a; Prensky 
2012) and examines a social setting which is both the contemporary university 
context and a digital and cultural imperative for change, disruption and uncertainty 
(Facer 2011; Laurillard 2002). Chapter 8 elaborates the concept of story as applied to 
a digital phenomenon to interrogate the digital storyworld model in terms of Ryan’s 
(2005) transmedial narrative and Bruner’s (1986) narrative meaning-making as a 
flow between narrative discourse and narrative modes of thought. Transformative 
narrative is defined here through an examination of poiesis and praxis as part of  
that storyworld model. Chapter 9 examines areas of further debate into digital 
storyworlds as being adaptable to alternative contexts of disruption and uncertainty, 
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within experiential work-integrated learning and transformative digital storytelling. 
Throughout the thesis, I apply the term ‘learner’ to refer to the conceptualised 
tertiary learner for whom  the digital storyworld has been developed, while the term 
‘student’ is applied to those whose specific approaches and experiences I discuss in 
relation to my work. The review of relevant literature in the areas scoped by the 
research questions has been integrated into each chapter as relevant.  
Defining the Problem 
I have centred this thesis on exploring a pragmatic philosophy of experiential 
learning and inquiry. This is Deweyan in approach, evaluating Dewey’s  
(1916, p. 286) concept of knowledge engendered by continuity through experiences 
which are experimental and practical more than purely cognitive. The experiential 
learning approach within the portfolio is centred on developing social advocacy 
skills for the learner through taking on the perspectives and points of view of  
key stakeholders and organisations. The approach requires a model which will 
motivate the learner to engage in this social advocacy and communication process. 
The educational background issues become how applicable Deweyan experiential 
learning philosophy is to the contemporary tertiary learner.  
The two interrelated questions of this thesis concern the application of Deweyan 
educational philosophy to current experiential learning pedagogy and the nature  
of the digital storyworlds that enable transformative experiential learning for 
contemporary tertiary learners. The problem or issue these interlocking questions 
interrogate is the scope of the digital storyworld model to apply experiential  
learning pedagogy to acquiring knowledge. By implication, I am also asking  
why contemporary experiential learning remains relevant for tertiary learners  
in a time of social and cultural disruptive change both within the university  
context and in their own experiences. It seemed a natural extension to move  
into a digital version of what had been print-based scenarios, but in fact the 
suspension of temporality and sequencing these digital storyworlds enabled  
my leap into the specific issue of this thesis.  
 
My teaching approach started from the development of scenarios and role-plays 
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because they encapsulated the ambiguities and complexities of problem-solving and 
making sense of learning. Part of this process, of scenarios transferred into a digital 
environment, is the result of finding out what worked (my own experiential learning) 
to engage participants with varied backgrounds, skills levels and contexts. I was 
engaged in developing subjects that had links and tensions between theory and 
practice within the academic context or environment and workplace-based skills and 
knowledge requirements. This evolved into developing a digital environment based 
on work-oriented scenarios and situations, settings and characters, to test the linkages 
between the university learning context and the workplace professional skills 
indicated by graduate attributes. The students in the environment that I constructed 
were encouraged to narrate from differing perspectives of others, while strengthening 
their own storytelling skills, finding the story within a divergent series of events and 
people. This aspect of story within the digital storyworlds is central to exploring its 
nature. The process of developing the relevant research to investigate story within a 
digital environment incorporates my interest in Brunerian meaning-making through 
narrative. Bruner (1986) talks both of narrative discourse and of a narrative mode of 
knowing which involves stories of lived experience and the meanings they create.  
I argue this can help to make sense of ambiguities and complexities in human lives.  
Significance 
The leap or shift of experience that is presented in this thesis operates at several 
levels. There was my own experiential leap in establishing and shaping a portfolio 
that illustrated my pragmatic educational philosophy based on experiential terms. 
There is the leap of the tertiary learner’s entry into experiencing the immersion 
(imaginative and narrative, more than physical interactivity) in that digital 
storyworld as a praxical process. There is, finally, the researched leap or shift into 
defining a storyworld model that applies a contemporary experiential philosophy  
to a transformative learning process of praxis and poiesis, the doing, making and 
situational experience that combine as the process of knowledge acquisition.  
There are four areas of significance integrated into these leaps or shifts  
of experience. The first area of significance is the development of a digital 
storyworld model that develops learning through storytelling by placing the 
implicitly Aristotelian story components of character, setting, situation, dialogue 
Chapter 1 The Issue, Theoretical Background and Context 
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within a nonsequential digital environment. In the Deakinopolis portfolio, there are 
multiple story entities with verisimilitude to a ‘real’ setting: a country town,  
a Pacific island, an inner-city communications consultancy. Each of these  
entities has key characters embedded in them, ready to enact their stories through 
radio interviews, newspaper articles and features, websites with backgrounders and 
events, and video-recorded interviews. To activate this digital environment requires 
the learner as narrator to imaginatively enter the digital world and construct differing 
perspectives through exploring points of view in social advocacy or communications 
situations. Facing the creative uncertainty of being-in-the-world of a nonsequential 
storyworld, the tertiary learner is immersively engaged through taking on the agency 
of storytelling.  By synthesising from character, setting, dialogue, and their 
imaginative transfer into differing points of view or perspectives, the learner moves 
beyond the scenario into mirroring real-world applications. This focus – on differing 
perspectives as central to the story process as learning in the digital environment –  
is unique to this form of digital storyworld construction based within social advocacy 
and communications.  
The second area of significance is the focus on the interplay between praxis (doing) 
and poiesis (making) as central to the transformative process of learning.  
This imaginative blurred fluidity is indicated by the process of the learner  
moving in the storytelling environment between doing/making, and making/doing,  
in an experiential approach that transformatively explores possibilities of the 
surprising or unexpected.  
The third area of significance is the application of practice-led research to this 
particular aspect of a creative artefact in a digital storyworld. My writing practice  
is a practice-led approach to researching the potential for digital storyworlds as a 
creative practice, and the practice-led research approach extends the research into 
new media contexts and theoretical constructs. I am applying, through the history  
of creative practice-led research debates, a reflective interrogation of the new media 
storytelling of the digital storyworld. 
The fourth area considers the two intellectual frameworks of Deweyan experiential 
learning and Brunerian narrative as meaning-making. I work across and combine the 
theorists’ focus on experiential learning and narrative to reflect in new ways on a 
definition of narrative as experience within the terms of the digital storyworld.  
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These are new connections that reflect the emphasis on narrative story as  
experiential meaning-making. 
The areas of significance and much of the originality of the thesis are interrelated 
with my own practice as both writer and educator, where I explore my writing 
practice, through the educational or pedagogical focus, and my educational practice, 
through engagement with imagination and transformation as a writer. 
Defining Key Terms and Concepts 
Sitting within that nexus between the creative writer and the educator are three key 
terms or concepts which require further definition: considering story as meaning 
making; looking more closely at transformative processes through a digital 
storyworld model; and experience as a relevant learning approach within a tertiary 
learner’s context of preparing for the workplace.  
Defining Narrative as Story 
There are several definitions which help to explain, frame and limit my research:  
the central definition concerns narrative. I have extensive tertiary experience in 
structuring writing courses and developing units for teaching writing. What arose 
from this experience was my interest in story as a learning approach, how the skills 
of storytelling could be identified by learners through workshops and discussions  
at a very pragmatic and detailed level, by a form of experience. Learning about 
character, setting, dialogue, plot and point of view provided techniques to find the 
narrator’s voice and style. Finding a personal voice was revelatory, a major learning 
point, for the beginner writers. The educator in me was interested in how to position 
this learner-based and inherently experiential approach as a starting point for 
deepening the skills and knowledge of the learners.  
Considering the foregoing in terms of the portfolio, I describe the development  
of narratives (through text and forms of media image) as unfinished stories  
of potential conflicts, characters in crisis, problem situations requiring strategies  
for solution or resolution. They are unfinished because they are in a present 
continuous state within the digital environment and therefore reusable, suspending  
a sense of time or sequence in their digital freedom. Their purpose is to provide  
a world of potential stories, for learner/narrators to select what they require to tell 
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their own story according to the briefing, task or activity (the catalyst of plot) they 
have been given. These stories encourage adaptation to different audiences and 
purposes, often within a workplace orientation.  
The narrativising of this story process results in several emergent themes which 
become the investigation of the dissertation. The chapters closely investigate the 
digital storyworld model, firstly as an experience that has a pragmatic philosophy 
resulting in doing, making and being-in situations or events (within Chapter 6). 
Secondly this is a digital environment as media story repository within a higher 
education learning environment that has strong links to a work-oriented approach  
to tertiary learners’ contexts (within Chapter 7). Thirdly, this digital world 
encourages exposure to story as a ‘mess’ of story options, so that learners need  
to synthesise from what presents as a near-reality to a transformative experience  
of knowing.  Narrative is, in this context, my analysis of how the making of stories 
from the portfolio has potentially created meaning for my educational and writing 
practice through experiencing that making, a form of poiesis which I will define  
in detail in Chapter 8 Transformative Experience through Digital Storyworlds.  
I am focused in this thesis on emphasising key aspects of Deweyan pragmatic 
philosophy related to experiential learning, and Brunerian educational cognitive 
psychology focused on narrative as meaning-making.  
Defining Digital Storyworlds 
Because of my interest in story and scenarios as learning experiences, I have been 
drawn to the digital environment for its accessibility in creating story. This enables 
me to enlarge the story potentialities, with entry/exit to the digital storyworld being 
flexible and characters and themes almost infinite. There is an intriguing balance  
and imaginative interplay between the digital and story (character, plot, setting) 
environments. However, I have discovered the term ‘digital storyworld’ as applied 
here is not in common usage. When I explore the term digital storyworld, I find 
transmedia storytelling, as used by Ryan (2005) amongst others, is the more common 
term used to describe building a storyworld. However, a transmedia storyworld can 
be differentiated more closely as a technical generator of narrative content, such as 
with the course material developed by University of New South Wales. Transmedia 
on its Coursera site is concerned with a build which is more technical than 
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narrative (UNSW 2018). Crawford’s (2018) model for interactive storytelling, 
Storytron used gaming and storytelling in a digital environment, where ‘[t]he use  
of plot controllers predefines and activates narratives to create a digital world 
constructed by participating authors’ (McGee 2015, p. 83). Crawford (in McGee 
2015, p. 83) describes a storyworld as ‘a machine that generates stories’ and found 
that the complexity of story could not be matched by current story generator systems 
as machine systems. McGee (2015, p. 84) suggests there is a need for ‘micro 
pedagogical strategies that contribute to the success of the telling of the story’.  
My focus is on those pedagogical strategies, and although part of my scope of 
research includes interactivity and the use of transmedia stories (in the sense  
of using a range of media to build up characters, situations and themes), these are  
from the point of view of the creative writer and pedagogue, not the educational 
technology designer. A digital storyworld, in my use of the term, encompasses the 
creation of believable digital entities using text, visual images and media, shaping 
potential stories with characters, setting, contextual issues and so on. It is interactive 
through the imaginative engagement of learners in synthesising its content into 
different stories. The ‘central story generator’ sits outside the storyworld itself,  
as a story design interplay between the assessment and other activities, and the 
imaginative engagement of tertiary learners in perspectives adapted into writing/role 
play tasks. I will follow this up further in Chapter 7 Digital Leaps: Portals and 
Platforms, and Chapter 8 Transformative Experience through Digital Storyworlds.  
The concept of a virtual world entity, and its relationship to what I have called  
the real world of the learner, is also an issue for this thesis that requires clarification 
here. The digital storyworlds of the portfolio have grown from print-based scenarios 
that were aligned with real-world situations, so that learners could engage with the 
relevance of the tasks they were asked to complete. They could experience some 
elements of that situation and respond to problems, perceiving the applications of 
this digital storyworld to their workplaces or work skills. I have also differentiated 
between virtual worlds, which are often emergent from gaming technologies and 
designs, and digital storyworlds. Bell (2008, p. 2) defined a virtual world as 
a ‘synchronous, persistent network of people, represented as avatars, facilitated  
by networked computers’. A virtual world in these terms is a computer-generated 
simulated environment which may have many players or users. The players  
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may create their own avatar as an independent communicator and participant,  
as is demonstrated in Second Life™ for example, which has been influential in 
resourcing the educational virtual learning environment as an immersive virtual 
world. The fields of educational technology and virtual world learning are areas  
of specialist scholarship and are not within the scope of my discussion of digital 
storyworlds. There has been much research and debate concerning the concept of 
virtual worlds and their applications to education and business, particularly through 
such conferences as ASCILITE and the associated research group Virtual Worlds 
Working Group.  I was also a member of the Experiential Learning through Virtual 
Environments research group from 2010 to 2014. The debates within these groups,  
at conference and peer referee level, centred on defining the virtual world as fully 
immersive, with potential for the participant to ‘enter’, as a character or avatar,  
into a three-dimensional environment. The virtual world could be changed by the 
avatar – for example, I have witnessed a Second Life environment used as a virtual 
drama space with actors operating from several different locations through their 
avatars. My argument for a two-dimensional world with a narrative entry for 
participants is for a parallel near-real environment defined in story/narrative terms. 
The emphasis in my definition of a digital storyworld is on its suspension of 
temporality – that stasis or pausing within the present continuous moment of the 
world of story, and being in that moment – and the lack of sequence or chronology  
in its presentation of characters, setting and plot. Within Chapter 7 Digital Leaps: 
Portals and Platforms  I will define further how important it has been to create  
a digital environment for this form of immersive experiential learning.    
Defining Experience within Contemporary Social Contexts 
Because my focus is on experiences which reflect the surrounding environment and 
its relevance to the learner, my development of digital storyworlds has been within  
a context of extensive social and cultural change across the previous twenty years  
or so. The first key component of change I have considered as a specific influence  
is a contemporary university sector which is subject to global as well as local 
pressures to prepare students for an uncertain future world of work (for example 
consider, Beetham & Sharpe 2007; Bellanca & Brandt 2010; Facer 2011; Kalantzis, 
Varnvava-Skoura & Cope 2002; Laurillard 2002). The second component is the 
effect of an information revolution which may lead to a potentially disruptive 
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technology-driven state of change for the contemporary learner who has access  
to masses of information. Labelled as a range of variations on millennials  
or digital natives (see for example, Dede 2005a; Prensky 2012, and Chapter 7),  
these learners are required to adapt to different forms of social community, 
knowledge building and the world of work. I will refine this discussion further 
 in Chapter 7 Digital Leaps: Portals and Platforms.  
Defining the limits of discussion on digital accessibility and contemporary social 
change is intertwined with my definition of experiential learning in a contemporary 
context, and this is the third area requiring clarity in scope and limitation. I started 
from the point of my pedagogy, the discipline exploring both theory and practice 
influencing student learning. Pedagogy in terms of this thesis and my practice  
is related to the interplay between knowledge acquisition, the role of the teacher, 
learner needs and the learning environment, and it draws on the theoretical traditions 
connected to Bruner. The portfolio of digital storyworlds reflects my interest in a 
pedagogical practice exploring these relationships, which invites the learner to  
‘form his or her own understandings’, to shift ‘the center [sic] of gravity from the 
knowledge transmitted to the cognitive activities and competencies of the learners’ 
(Olsen 2007, p. 133). Olsen interprets Bruner’s view of this as a pedagogy of 
thinking (Olsen 2007, p. 133ff). My pedagogical position across the portfolio and 
dissertation explores the relationships between the learner and learning environment, 
which I interpret here as the higher education context, the digital world and their  
own social and cultural experiences. Other relationships include the knowledge 
acquisition inherent in the digital storyworld and the learner’s relationship to 
knowledge acquisition through agency in their own learning. My pedagogical focus 
is on developing learning to form the tertiary learners’ own understanding, thinking 
and reflective skills.  
This pedagogy also includes the relationship of knowledge to the learners’ 
experiences and responses to the environment within which the knowledge is being 
accessed. In considering the higher education environment and teachers’ abilities  
to adapt to effective uses of contemporary learning technologies within it, Laurillard 
(2002) discusses two areas reinforcing my own understanding and approach.  
The first area concerns the assumptions we make about learning and its relationship 
to the learner’s experience. Elaborating on student experiences of learning,  
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Laurillard (2002, p. 43) talks of ‘coming to know’ as ‘seeking to persuade students  
of an alternative way of looking at the world they already know through experience’. 
Laurillard (2002, p. 203–4) stresses the importance of equipping students to take 
personal responsibility for their knowledge and their learning. She suggests 
structuring subjects that embody the teacher’s commitment to its transfer in  
all aspects, allowing students to interrogate their methods of study and, most 
importantly, challenging the epistemological status of knowledge, both ‘how it  
can be known and how it may be learned’ (2002, p. 204). This last point is where  
I start my exploration of experiential learning in Chapter 6, A Contemporary 
Experiential Educational Philosophy, as I redefine a Deweyan pragmatic experiential 
approach that incorporates Heidegger’s (1927) concept of praxis and poiesis  
into Quay’s (2013) be-ing, doing and knowing model.  
Quay’s (2013) model becomes central to Chapter 8’s exploration of Laurillard and 
narrative agency in the digital storyworld, focused particularly on ‘how it [narrative 
meaning-making in this case] may be learned’ (Laurillard 2002, p. 204).  
Laurillard’s second area of interest that influences this thesis is her discussion  
of the environment or institution of learning’s relationship to student experiences  
of learning. Learners are operating within a higher education environment which  
is seen by researchers such as Laurillard as having a ‘natural inertia’ (2002, p. 3). 
She believes there is a challenge to reframe higher education’s aims. Laurillard 
(2002) selects several aims from the Dearing Report (1997), which emphasise 
tensions between higher education goals to maintain traditions and values, in face  
of change driven by ‘reduced costs …greater scale and scope, and …innovation 
through technology’ (Laurillard 2002, p. 3). Amongst aims to inspire individuals, 
increase knowledge for its own sake and to help shape an inclusive society, is the 
aim to serve the needs of a knowledge-based economy (Dearing 1997, p. 72). 
Pressures on the higher education sector include a breadth of scope in economic, 
societal and individual learner needs in the face of a rapidly changing future  
for those learners. 
Is the higher education sector naturally inert, as Laurillard (2002) suggests,  
in the face of these challenges? There is no doubt a tension between traditional 
learning approaches and economic drivers, particularly in Australia. Learners  
are facing economic issues which lead to changing priorities and therefore  
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changing relationships to the higher education institutions as they make choices  
on what is relevant to their future work options.  
Part of the challenge for higher education teachers and learners has arisen because  
of the increased digital accessibility available to the higher education sector.  
In 2007, Beetham and Sharpe were positioning higher education in ‘an interesting 
transitional phase’ (p. xv) between pre-Information Communications Technology 
(ICT) and post-ICT. More than ten years on, higher education institutions are 
increasingly considering such ‘disruptive innovations’ as Massive Online Open 
Courses (MOOCs) in experimenting with strategic educational technologies for 
teaching and learning (Yuan & Powell 2013, p. 4). According to Global Industry 
Analysts (2010), the global e-learning market was due to reach $107 billion by 2015 
– this is a major economic, social and technological challenge to the higher education 
sector (Global Industry Analysts 2010). As an indicator of the speed of technological 
change – which is also strongly affecting economic and social contexts – the 
following were predicted by Johnson, Adams and Cummins (2012) for 2012: 
Time to adoption: One Year or Less – mobile apps, tablet computing 
Time to adoption: Two to Three Years – game-based learning, learning analytics 
Time to adoption: Four to Five Years – gesture-based computing, internet of things 
(p. 1) 
Grama (2018) has predicted the top ten strategic technologies which include mobile 
devices and active learning classrooms, mobile apps, predictive analytics for student 
success and mapping student educational plans (para. 4). Some of these technologies 
support learning and teaching, others are related to quality and measurement issues. 
The various models of e-learning, cloud learning, open learning or flexible blended 
learning are part of a larger debate about answering the challenges of an ever-
changing educational environment. The massive changes include globalisation  
and internationalisation, a worldwide growth where ‘[t]otal global tertiary 
enrolments are forecast to grow by 21 million between 2011 and 2020, or 1.4 per 
cent per year on average’ (British Council 2012, p. 2).  Other factors pressuring 
higher education include dramatic increases in numbers and demographics of 
learners (for example lifelong learners), greatly increased access to social media  
and personal technologies and a need to consider different economic models for 
higher education (Yuan & Powell 2013, p. 15).  
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Dearing’s (1997) aim for a knowledge-based economy depends on effective and 
constantly evolving communications technologies becoming seamless and expected. 
With the evidence of constant change and flux demonstrated by the technological 
changes above, I believe it is difficult to predict a consistent and cohesive strategic 
direction based on technologies rather than pedagogy. This will be explored further 
in Chapter 7. 
Higher education is positioned in a world Kay (2010, p. xvi) describes as changed  
by a ‘dramatic acceleration in global competition and collaboration’, being at a 
‘tipping point’ (2010, p. xiii). There are pressures with what Gee (2002) calls a new 
capitalism, requiring ‘portfolio people’ who are entrepreneurs and innovators,  
to be responsive to the socio-technical changes suggested by Yuan and Powell 
(2013) and Grama (2018). Many universities have graduate learning outcomes  
which include global citizenship, and developing innovation. Dearing’s (1997)  
aim for working with a knowledge economy needs a higher educational  
institution framework that supports socio-technological change at global levels. 
Facer (2011, p. 5) talks of the future and its link to socio-technological change  
as a ’dynamic and emergent reality’. She recognises agency as vital to educational 
futures, ‘conceiving of education as a primary motor for shaping social values,  
ideas, beliefs and capabilities rather than as a servant of society, laggardly  
following on behind wherever socio-technological change might lead’ (2011, p. 9) 
(original emphasis).  
Facer (2011, p. ix) suggests a view of the global knowledge economy as ‘[t]his 
vision [which] has promised students and nations that with enough education, 
creativity and new technology, their futures will be secure’. In Chapter 7, I consider 
responses to the socio-technological challenges faced by the contemporary tertiary 
learner that incorporate accessible and adaptable technologies. These are integrated 
into the digital framework of virtual world environments. This thesis does not intend 
to encompass the breadth of global futures or internationalisation of education, or 
analyse in any depth the disruptively changing nature of a future workforce and 
workplace. My scope in Chapter 7 will be on exploring the context of a higher 
education sector being responsive and relevant for tertiary learners who will  
need to position themselves within the knowledge society.  
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Theoretical Background and Context  
My focus on digital storyworlds has found strong teaching/learning resonance  
with the Confucian statement: Tell me and I'll forget. Show me and I'll remember. 
Involve me and I'll understand. It has grown from my development of scenarios  
and role-plays as ways of engaging with experiential, active learning. Transferring 
the print-based scenario and role-play learning approaches to a digital world provides 
the possibility to engage with storytelling purposes and styles within a nontemporal 
and nonsequential environment. This digital storyworld grew or developed from 
issues for contemporary tertiary learners who I have previously categorised as time-
poor, just-in-time, digitally literate millennials. The portfolio work of this thesis  
is based in a constructivist theoretical space, which is relevant to learners  
with a range of learning approaches and disciplinary areas. As a writer, I am 
interested in the power of storytelling to make learning relevant and motivational.  
As an educator, I find the constructivist experiential learning environment most 
compatible with my portfolio directions.  The following section of the thesis 
provides a scoping of both the constructivist experiential learning environment  
and storytelling in digital environments.   
Applying Constructivism to Experiential Learning 
Constructivism and experiential learning have been strong influences on the portfolio 
and Deakinopolis. This thesis positions a constructivist learning theory within 
Piaget’s (1964) terms into a particular study of Dewey and Bruner. This section  
of the thesis will explore not so much definitions of constructivism but more 
redefining it through its influence on my pedagogical development, indicating why  
I have utilised a Deweyan and Brunerian approach to the digital storyworld model. 
The constructivist storyworld 
Piaget has a reputation for talking of learners constructing knowledge out of their 
experience. He defines knowledge as being able to modify, transform and ‘operate 
on’ an object or idea, to transform into understanding (Piaget, 1964). There are other 
forms of constructivism where collaboration or sharing is encouraged, such as within 
Vygotski’s social constructivist argument (for example Vygotski 1978). Many 
different learning theories such as discovery learning (Bruner), problem-based 
(Barrows) or inquiry-based learning (Dewey) and experiential learning (Kolb)  
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have a similar constructivist teaching technique of learning by doing. There is strong 
debate concerning the various philosophical pathways through constructivist learning 
theories and this thesis will contain its scope to the central concept of the 
constructivist environment as evidenced by the digital storyworld and its 
applications. My approach can to some extent be regarded as constructivist, as  
I have redeveloped my thinking through a number of theorists who see themselves  
as operating in the constructivist area. I am applying the constructivist theorists  
as a practitioner, not as a theorist in the area myself. 
Jonassen (1997) suggests that a well-designed and structured learning environment 
can support problem-solving, particularly related to the challenge of ‘ill-structured 
problem solving’ based on ‘constructivist and situated cognition processes of 
learning’ (Jonassen 1997, p. 94). This ill-structured problem solving, as Jonassen 
calls it, is also about ‘learning by doing’, taking Piaget’s process of modifying, 
transforming and operating on ideas. The digital storyworld is a constructivist 
learning environment which illustrates Jonassen’s (1991, p. 12) criteria of ‘the 
promotion of multiple perspectives of reality’ through provision of ‘appropriate 
interpretations and provision of the intellectual tools’ and engagement within the 
environment. These multiple perspectives of reality are related to entering the  
digital storyworld in a state of uncertainty, both of where to start and how to 
synthesise what is front of the learner.  
Jonassen, Campbell and Davidson (1994) are interested in the application  
of a constructivist approach both to educational psychology and media technology, 
merging interests in constructivism with educational technology to learn with  
media, not from it (Jonassen, Campbell and Davidson 1994). The emphasis in a 
constructivist design process is, according to Jonassen (1994, p. 37), on knowledge 
construction, a context for learning, and collaboration. These three elements could  
be extrapolated out to: knowledge construction moving through internal working  
out of meaning; a context which uses scenarios based on authentic tasks; and  
a collaborative approach where there is social negotiation and the teacher  
emphasises the role of mentor or coach rather than the holder of knowledge.  
Duffy and Cunningham (1996, p. 177) talk of design goals of a constructivist 
learning environment with seven points of context. The key terms I have applied  
to my portfolio from these design goals have been providing a context and authentic 
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tasks, constructing different world views and multiple perspectives, and encouraging 
learner agency through providing reflective tools for ‘knowing how we know’.  
The goal of learners as ‘distributed, multidimensional participants in a socio-cultural 
process’ (Duffy & Cunningham 1996, p. 177) is linked, for me, to Jonassen’s (1994) 
discussion of collaboration.  
In the digital storyworlds, I am exploring Bruner’s model (1966) of three modes  
of representation: enactive or action-based, iconic or image-based and symbolic  
or language-based. Bruner sees these not as levels of development into knowledge, 
but spiral learning, moving into and out of each of the three modes to take on the 
learning actively, and to progress it into deeper knowledge with each spiralling 
reiteration. When learners enter the portfolio world, they need to synthesise the range 
of characters and issues into their own narrative. As they return to the storyworld, 
they develop different narratives using a range of perspectives as indicated by the 
activities, their knowledge of that storyworld is augmented, and the narratives 
increase their complexity of discussion of issues and events.   
The learners are also making sense through narrative of their own experiences. 
Bruner has talked over a period of time about educational cognitive development,  
as the process of an intelligent (or thinking) mind creating from experience ‘generic 
coding systems that permit one to go beyond the data to new and possibly fruitful 
predictions’ (Bruner, 1957, p. 234). For Bruner (1961), education should encourage 
spiralling through the process of enactive and iconic towards symbolic thinking, 
facilitating thinking and problem-solving skills. Learners should be active in 
constructing their own learning (Bruner 1960). So, Bruner envisages outcomes  
of learning as being more than culturally inherent and current concepts, categories 
and problem-solving. He sees the potential of learners to invent categories, concepts 
and problem-solving behaviours, to create surprising responses. This is relevant to 
learners (adult or children) responding to new material, following a progression  
from enactive to iconic to symbolic representation. The storyworld model moves  
the learners from discussion of the issues for which they may be advocating,  
through exploring the media that will become a part of their own responses,  
to the point of developing narratives of differing perspectives. This enables them  
to take on the new material and make something of it, to process the information  
into persuading their readers to consider a different way of looking at the issues. 
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They then spiral back towards the next iteration of narrative or story. 
For Bruner (1996, p. 43), learning is ‘the complex pursuit of fitting a culture  
to the needs of its members and of fitting its members and their ways of knowing  
to the needs of the culture’. The Deakinopolis world creates its own near-actual, 
believable, digital culture. This culture/environment invites learners to construct  
their own experience, and in the process, to develop a stronger sense of their  
own identity through reflecting on and positioning themselves within other  
socio-cultural perspectives.  
Establishing Dewey in contemporary experiential learning 
The key research questions of this thesis are underpinned by exploring the 
positioning of John Dewey and his philosophy on education, covered in detail in 
Chapter 6 A Contemporary Experiential Educational Philosophy. Pring suggests 
(2007) that Dewey’s writings are actually very strongly aligned to the TVEI  
(The Technical and Vocational Education Initiative of the UK Department  
of Employment in 1983), with Pring (2007) emphasising, 
…more practical and experiential learning, a learning that challenged the divisive and 
‘false’ dualism between academic and vocational studies and that insisted upon greater 
relevance to the wider community of what is learned. (p. 7) 
Dewey (1916, p. 89-90) provides a ‘technical’ definition of education’ as that 
‘reconstruction or reorganisation of experience which adds to the meaning of 
experience, and which increases ability to direct the course of subsequent 
experience’. Dewey’s focus is not on specific outcomes, the different forms  
of knowledge and logical structure, but on a ‘process of growth’ (1916, p. 59).  
This will arise from interaction with an environment both physically and socially. 
Dewey indicates the ‘educative process’ of growth as transformative, where 
‘experience is transformed’ (Dewey 1916, p. 59). Education has ‘as its aim at  
every stage an added capacity for growth’ (1916, p. 59) and Dewey sees this  
as reconceptualising, with a greater capacity to adapt. Dewey is looking for  
an education in an evaluative sense which transforms the way learners think, 
experience and feel in everyday lives. He calls miseducation whatever approaches  
to teaching that get in the way of or do not lead to further experiences (Dewey 1916). 
An example would be a student cramming for an examination but not curious about 
the content, in fact put off from further experience with it. Dewey sees an experience 
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as a conceptualisation or internalisation of the world of which learners are both  
a part and to some extent independent. This is a learning that affects additional 
experiences and learner capacities to handle these.   
In Experience and Education (1938), Dewey dissociates himself from both 
‘traditional’ and ‘new education’. He sees traditional education as transmission  
of bodies of knowledge – information and skills – organised into subjects.  
His interpretation is that there was not a connection between the transmission  
of the knowledge and the prior experience of the learners being seen as valuable. 
Dewey is not opposing the importance of the organised body of knowledge.  
It is the disconnection of the learning from the experiences that the learners 
themselves bring to the learning environment – the learner-centred experiences –  
that he advocates. He is also concerned about the impression of traditional education 
as knowledge which may be completed, not in a state of constant growth. Some of 
his critics, such as Michael Oakeshott in 1975, wrote strongly in defence of ‘liberal 
education’, describing schools and universities as ‘sheltered places where 
excellences may be heard because the din of local partialities is no more than  
a distant rumble. They are places where a learner is initiated into what there  
is to be learnt’ (Oakeshott, 1975, p. 24). Dewey’s educational aims are focused  
on the development of experience, rather than seeing a young learner ‘initiated’  
into a liberal tradition that may liberate him or her from ignorance.   
Dewey is critical of overemphasis on the centrality of learners’ interests and 
educative practices that look at past knowledge and wisdom as irrelevant. Dewey 
(1897) sees the teacher as an authority who could shape the learning experience.  
The teacher is not in the school to impose certain ideas or to form certain habits in the 
child, but is there as a member of the community to select the influences which shall 
affect the child and to assist him {her} in properly responding to these. Thus the 
teacher becomes a partner in the learning process, guiding students to independently 
discover meaning within the subject area. (p. 9)  
He is focused on a particular form of experience and how it is transformed, as being 
central to educational practice. In his terms, this is strongly linked to growth, which 
is a constant transformation of experience and the development of capacities to deal 
with further experiences, developed by and reflective of activities in a broader 
personal and social context. Dewey links collaborative ends-in-view, always 
changing and continuous, with the understanding that learners are in a state  
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of constant change related to their experiences and the material and social conditions 
in which they live. Dewey (1916) is referring to: 
..the ability to learn from experience; the power to retain from one experience 
something which is of avail in coping with the difficulties of a later situation. This 
means power to modify actions on the basis of the results of prior experiences, the 
power to develop dispositions. (p. 49) 
Dewey (1916, p. 107) distrusts external purposes or ends, as he argues that ‘aims  
fall within an activity instead of being furnished from without’. Dewey argues for 
education and learning as being social and interactive, and also claims that learners 
will prosper and engage with the environment where they are able to experience  
and have some control over the curriculum. Learners will attach content to prior 
experiences, which will then more fully engage them with the new knowledge they 
are being asked to absorb. He argues, ‘if knowledge comes from the impressions 
made upon us by natural objects, it is impossible to procure knowledge without  
the use of objects which impress the mind’ (1916, pp. 217-218). 
The Deakinopolis portfolio sets up experiential settings and events, in emergent 
situations that require learners to connect to the experiences within the digital 
storyworlds of the portfolio. Dewey’s concept of transformation through experience 
is being evaluated within the storyworld space as a ‘process of growth’, 
concentrating on a clearer definition of a transformative experience through  
the storyworld. Learners are also dealing with the constant and continuous change  
of socio-technological learning and work environments. The portfolio provides 
potential learning ‘objects’ as complex situations, which enable learners to  
engage in the learning environment and potentially transpose the learning  
to work-oriented environments.  
Experiential learning and transformative learning theory 
The concept of transformation through experience is central to examining  
the effects of the digital storyworld model of the portfolio. Defining experiential 
learning in relation to its transformative capacities has different emphases across 
several learning theorists. 
Experiential learning has been stated by Kolb (1984, p. 41) as ‘the process whereby 
knowledge is created through the transformation of experience’, echoing Dewey  
to some extent. The experiential learning model of Kolb (2015) combines concrete 
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experience with reflection, conceptualisation and active experimentation, in a 
constant cycle that synthesises experience, reflection and theory. Each iteration of 
this learning cycle increases knowledge and practice through deeper understanding. 
Kolb and Kolb (2011) reflected on experiential learning theory (ELT) as: 
…a dynamic view of learning based on a learning cycle driven by the resolution of the 
dual dialectics of action/reflection and experience/abstraction. These two dimensions 
deﬁne a holistic learning space wherein learning transactions take place between 
individuals and the environment. (p. 42) 
Kolb’s (2015) experiential learning model will be contextualised further in Chapter 6 
A Contemporary Experiential Educational Philosophy.  
According to Mezirow (2009), transformative learning involves critical reflection, 
communicative learning and making decisions from a transformed perspective.  
His discussion of cumulative transformation as a ‘progressive sequence of insights 
resulting in changes in point of view and leading to a transformation in habit of 
mind’ (2009, p. 94) informs my sense of experiential learning through the 
digital/actual world interplay of the portfolio work, developing a cumulative 
understanding of the variety of perspectives represented within the digital world 
stories. Mezirow bases part of his discussion on transformative learning on the 
distinction between instrumental and communicative learning, where communicative 
learning indicates ‘our conclusions are always tentative: we may always encounter 
others with new evidence, arguments or perspectives. Thus, diversity of experience 
and inclusion are essential to our understanding’ (2009, p. 91). The new perspectives 
and diversity of experiences are based in the storyworld on communication learning, 
through doing, making and experiencing the situation. 
Usher (1993) talks of meaning for experience-as-learning as being contextual.  
‘The context is both a material and linguistic location, a bank of cultural 
significations, deposits of already existing meanings including the meanings  
of one’s own experiential history’ (p. 170). He talks of meaning being ‘often 
multiple, at times contradictory, and although temporarily fixable always has an 
undecidability, an excess of meaning about it’ (1993, p. 172). This echoes my sense 
of a digital world interrelated with the learner’s experience in a way that is open  
to other understandings of a problem, and which is inherently complex. There are 
multiple layers and levels of story and interrelationship. Usher uses the metaphorical 
sense of writing as a way to find the ‘other’ response, to remove a sense of binary 
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juxtaposition. ‘Understanding experience requires a point outside experience,  
a confrontation with experience’s other’ (1993, p. 177). The idea of finding a point 
outside experience through story provides an open-ended sense of the digital world, 
as epitomised by its nonsequential presentation of elements of story in a present 
continuous state. These elements are within the storyworld, but the learner is 
confronted on entering that world with making meaning of the disparate parts  
by synthesising into stories of differing perspectives on social situations.  
This was not definable on entering the storyworld. Usher (1993, p. 179) sees the 
classroom as  ‘a site of re-enactment where stories, rather than experience per se,  
can be communicated and where the emphasis is on neither the definitive meaning 
nor the definable outcomes of experience’. This, aligned with Mezirow’s (2009) 
concept of decisions based on a transformed perspective, gives further indicators  
of how the portfolio has emerged from an experiential philosophy. 
Digital Technologies and Storytelling 
Laurillard (2007, p. xvi), in her foreword to Rethinking Pedagogy for a Digital Age, 
states, ‘imaginative use of digital technologies could be transformational for teaching 
and learning, taking us well beyond the incremental value of more accessible lecture 
presentations’. Considering the details of technological change in the section above, 
Laurillard’s statement is exploring value within both digital technologies and the 
transaction as transfer or transmission of knowledge. My interest is in how the digital 
technologies now available may be used to support the broad range of learning 
approaches within a contemporary learner context. The focus is on the bridge 
between the imagination and the learning contexts, and the digital technologies  
are the interface or platform to play out these interrelationships.  
Context for contemporary tertiary learners  
In 1996, Daniel, quoted in Brown and Adler (2008) talked of massive demand  
on mass higher education. 
More than one third of the world’s population is under 20. There are over 30 million 
people today qualified to enter a university who have no place to go. During the next 
decade, this 30 million will grow to 100 million. To meet this staggering demand, a 
major university needs to be created each week. (p. 1)  
By 2017, the UNESCO Global Education Monitor Report indicated the growth  
in numbers of tertiary education students globally is exponential. ‘Worldwide, 
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enrolment in higher education has been growing steadily: Between 2000 and 2014, 
the number of students in higher education institutions more than doubled, rising 
from 100 million to 207 million’ (UNESCO 2017, para. 6).  
These massive numbers of potential university learners from 1996 onwards,  
and actual learners from 2014, indicate the experiential, digitally literate, connected 
and socially collaborative net generation that the contemporary higher education 
sector faces. This is in addition to the challenges of socio-technological change 
predicted by the high rate of strategic technological development mentioned earlier.  
Laurillard (2002) positions this learning society within the context of higher 
education and its true benefits. The degree course is seen within these terms  
as a long-term grounding for an individual, leading to graduate attributes that  
will enable multiple jobs, movement between sectors and a commitment to lifelong 
learning to enable that flexibility. But it is also faced with a teaching sector that may 
still be working with transfer of knowledge, albeit using technology tools appropriate 
to the millennial learner. There is a tension in attempting to balance expert traditional 
repositories of knowledge and practitioner emphasis on strategic skills for the 
workplace within this context.  
The ability to be adaptable, and able to change with the requirements of their  
careers, is therefore an important graduate attribute for the contemporary learner. 
Atkins (in Crebert et al. 2004) suggests research has identified that ‘graduates in  
the [twenty-first] century are likely to be knowledge workers and symbolic analysts, 
service providers, members of learning organisations, and managers of their own 
careers’ (Crebert et al. 2004, p. 150). They will require flexibility and a capacity to 
leap the gap between what are current expectations and the future employment/world 
of work. These are Gee’s ‘portfolio’ people (2002) able to adjust to a career of many 
jobs as knowledge workers, undefined at this point, and requiring adaptability.  
To be adaptable requires sorting through the virtual information that inundates 
people (Dede 2010), requiring the ‘ability to separate signal from noise in a 
potentially overwhelming flood of incoming data’ (2010, p. 53). Problem-solving 
was discussed from Jonassen’s (1997) cognitive constructivist viewpoint earlier  
in this chapter. This was what he called ‘ill-structured problem-solving’, which 
attempted to illustrate how to construct meaning rather than process information 
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(Jonassen 1997).   Dede (2010, p. 54) talks of the need to develop ‘expert decision-
making and metacognitive strategies that indicate how to proceed when no standard 
approach seems applicable’. Using technology needs to focus on ‘individual and 
collective expression, experience and interpretation’ (2010, p. 56), skills that Dede 
perceives as key work and life skills for the 21st century. These are contemporary 
challenges to the learner to manage the knowledge society as a situation of 
uncertainty and change. 
Focusing on the learner skills, Oblinger and Oblinger (2005) turn the focus back  
to learners brought up with computers and technology, who have ‘hypertext minds, 
they leap around’ (Prensky 2001b), and demonstrate a ‘bricolage’ thought process 
(Brown 2000), more than a linear thought process. Other relevant qualities identified 
by Oblinger and Oblinger (2005, p. 25) are learner interest in two-way fast response 
times and inductive discovery, learning from discovery more than being told.  
They are more likely to construct knowledge in a nonlinear way, starting from  
the known or concrete, then moving informally through more lateral mosaic-style 
developments (Marquardt, 2007). These learners, according to Oblinger and 
Oblinger, are prone to take a digital path towards information (2007 p. 2.2),  
filtering what they need through ‘attentional deployment’, where 'they are able  
to ‘shift their attention rapidly from one task to another, and may choose not  
to pay attention to things that don’t interest them’ (2007 p. 2.5).  
Identification of millennial learning approaches has led Dede (2005) to exploration 
of what he terms the neomillennial learner’s adaptability to mediated immersion. 
Immersion incorporates mediation (an expert guide) to develop reflection, and to 
identify the importance of transfer. Transfer of cognitive learning is also strongly 
linked to work-based or problem-based learning, provision of authentic work  
settings within which to transfer the learning. Dede (2005) describes neomillennial 
learners as fluent in multiple media and simulation-based virtual settings, with  
their learning communal and situated in experience. The knowledge is distributed 
across a community and context as well as within an individual (Dede 2005a). 
However, Oblinger and Oblinger, Prensky and Dede, as indicated above, place  
a strong emphasis on the technology as becoming a shaping force for the way 
learners approach their learning, and this does not necessarily acknowledge the 
variability of adaptation of generations to diversity and change. The artefact 
Chapter 1 The Issue, Theoretical Background and Context 
  
27 
Deakinopolis in this portfolio keeps the focus on a universal access to the digital 
storyworld through story, more than the tools and technologies themselves. 
However, the storyworld is particularly focused on Dede’s consideration of the  
web of nonlinear and associational links to be made in exploring an immersive 
imaginative interrelationship, as well as the linkages between the experience, 
mentoring or facilitation, and reflection. Dede talks of mirroring, and it is in this 
sense of a digital world that mirrors in some ways the social network and connected 
experience of tertiary learners where I intersect with Dewey’s experiential approach. 
Dede (2005, p. 7) argues that neomillennials’ education is shaped by ‘learning based 
on seeking, sieving, and synthesizing [sic], rather than on assimilating a single 
“validated” source of knowledge as from books, television, or a professor’s lectures’.  
The portfolio has a particular design focus on summary and synthesis of stories, 
factual material, characters and their purposes, plot and its capacity to show  
choices and problems. 
Storyworld as experience 
Narrative is explored by Bruner (1986, p. 12) as ‘how we come to endow experience 
with meaning’. Bruner details narrative as combinations of plot linking events 
together, action and interaction, character itself. It is in talking about discourse  
as enabling the reader to ‘write’ his/her own virtual text (1986, p. 25) that there  
are links to the narrative design of these virtual worlds. The digital storyworlds,  
as constructed through photos, audio-visual commentaries and websites, are not 
narrative game-based learning objects, although they may initially appear as a 
transmedia storytelling process. Each media component is not a self-contained  
story, but part of the pattern of one. I am interested in the three-dimensional where 
the other dimension is the imagination of the learner. They can be motivated by  
the stories they develop to transfer their learning of different perspectives or points 
of view to their real world, the workplace. They don’t really disappear into the  
digital world, they drop in as participants, and test ideas within it.  
Bruner talks of three unities: presupposition with implicit rather than explicit 
meanings; subjectification with reality seen through the protagonist’s consciousness; 
and multiple perspective, a set of prisms which each catches some part of the 
narrative (Bruner, 1986, pp. 25-26). My interest is in designing into the digital 
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learning communities these three Brunerian unities. The digital storyworlds are 
designed pedagogically and creatively around developing fragments of engagement 
in a story-telling that is other than linear, that needs to be searched and then 
developed by the learner, that has no ‘right’ answer.  
Story, in relation to the Deakinopolis portfolio, is nonsequential and non-
chronological, building on Dede’s (2005) description of multilayered and nonlinear 
immersive strategies for the neomillennial learner. The portfolio’s storytelling  
sets up the events seemingly without an organised pattern or consecutiveness, 
leaping between incidents in mimicry of human memory and its associative patterns. 
These are spiral forms of narrative, circling around the central web or revisiting 
digressively the multiple paths of digital storytelling. In the digital world 
environment, there are countless story paths, and, as in real experience, the  
endings are transitory and dependent on decisions made and adjusted by those 
involved. They are ongoing in a continuous present. The multitudinous ways  
into these storylines invoke an exploration of themes or resonances, encapsulated  
in social advocacy writing for the digital worlds in the portfolio. They are forms  
of spiral narrative. Spiralling is described by Gingerich (2012, para. 4) as ‘the idea  
of exploring a story’s prevailing theme from as many different angles and 
perspectives in the narrative as possible’. He calls spiralling ‘the idea of repeating  
a story’s thematic meaning by taking occurrences in the foreground —  
in plot, dialogue and characters — and mirroring them in the background:  
in symbols, imagery, and suggestions’(Gingerich 2012, para. 4).  
Complexity is inherent in the design of these digital storyworlds for contemporary 
tertiary learners. A major premise underlying the Deakinopolis portfolio is to 
develop skills in synergy, the capacity to combine multiple story components or 
multiple perspectives. Corning (2015), from the Institute for the Study of Complex 
Systems in California, indicates, 
…complexity often (not always) implies the following attributes: (1) a complex 
phenomenon consists of many parts (or items, or units, or individuals); (2) there are 
many relationships/interactions among the parts; and (3) the parts produce combined 
effects (synergies) that are not easily predicted and may often be novel, unexpected, or 
even surprising. (para. 9) 
The other major skill that is central to the digital storyworld model is extending 
learner capacities to move imaginatively into other perspectives. Transformation  
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is the process, as Mezirow (2009) describes, 
…by which we transform problematic frames of reference (mindsets, habits of mind, 
meaning perspectives) – sets of assumption and expectation – to make them more 
inclusive, discriminatory, open, reflective and emotionally able to change. (p. 92) 
Achieving these elements of complexity and transformation is grounded in the 
concept of praxis, a recurring passage through a cyclical process of experiential 
learning, such as the organic cycles of Dewey, and the experiential learning cycle 
described and popularised by Kolb (and present in Chapter 6 as Figure 6.1).  
Conclusion 
Chapter 1 has completed both identification and definition of the key research 
questions and their interlocking themes of experiential learning as applied to  
a digital storyworld. Chapter 2 will explore the practice-led research methodology 
and design that interrogates the two research questions.  
After the portfolio in Chapters 3 and 4, the dissertation will select and clarify the 
outcomes arising from the Deakinopolis storyworld in terms of the above definitions 
and theoretical background and context. Chapter 5 elaborates on the three areas  
of specific resonance from the portfolio – the relevant educational theorists Dewey  
and Bruner, the portals and platforms for the tertiary learner in a digital environment, 
and the development of narrative as story. Chapter 6 will then go on to investigate 
contemporary applications of Deweyan experiential philosophy, Chapter 7 identifies 
the issues relevant to the higher education, tertiary learner and digital context, and 
Chapter 8 explores the transformative process of the digital storyworld model. 
Chapter 9 will summarise the thesis relationship to the research questions, raising 
further possibilities for debate related to the significance of the findings. 
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Introduction  
The research for this thesis is focused on two questions: the extent to which current 
experiential learning pedagogy has applied Deweyan educational philosophy to tertiary 
learners; and the nature of digital storyworlds that transforms experiential learning for 
tertiary learners. The sections of this chapter will firstly investigate the application of 
practice-led research to this thesis, and then consider the role of narrative in the research 
design. 
The research design is relevant to the portfolio and dissertation model of this thesis because 
of the interrelationship between the research practice, the theoretical frameworks and the 
generation of insights. 
Research Positioning 
The portfolio/dissertation model of the thesis encourages both research on foundations of 
phenomena and observable facts and the combination of research and practical experience. 
The Organization for Economic Cooperation and Development (OECD) refers to three levels 
of research: basic, applied and experimental development. The first two levels are ‘to acquire 
new knowledge of the underlying foundations of phenomena and observable facts, without 
any particular application or use in view’ (OECD 2015, p.  45). The final level of 
development is systematic and combines research and practical knowledge and experience to 
produce ‘new products or processes or … improving existing products or processes’ (OECD 
2015, p.  45).   
As stated in Chapter 1, the methodology for this thesis is a conceptual research approach 
based on practice-led research (Barrett & Bolt 2007; Smith & Dean 2009). I will argue later 
in this chapter for an iterative cycle of practice-led research and research-led practice that 
expands upon the OECD definition above. This combination of qualitative subjective 
analysis through narrative and practice allows me to connect groups of ideas and theories 
emerging from researching the artefact (the Deakinopolis portfolio of Chapters 3 and 4) in 
this thesis. Brown and Sorensen (2009) talk of drawing on elements of experimental and 
conceptual research for their practice-led research model, a research plan which creates the 
hypothesis, then trials and evaluates the outcomes through practice. This chapter outlines a 
research design for this thesis focused on the creative and subjective relationship between 
theory and practice through narrativising the outcomes from the portfolio within a  
practice-led research methodology. The findings of the thesis are strongly emergent from  
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Bolt’s (2007, p. 29) concept of handlability as ‘a very specific sort of knowing, a knowing 
that arises through handling materials in practice’.  
As researcher, writer and educator, I move in this thesis between a creative practice, within 
which I conceptually develop story-as-meaning in digital storyworlds, and experiential 
learning pedagogy, which I believe is a form of practice-led research  
in its focus on the experience of handling to learn, the practice that Bolt (2007)  
is referring to above. My research is based within a practice-led, research-led framework. 
Practice-led Research Design 
The framework within which I am positioning my research is within the practice-led area. 
There is debate (see for instance, Smith & Dean 2009) whether practice-led research, or 
practice as research as this approach is sometimes titled, is in and of itself a methodology. I 
will more closely define below how I perceive practice-led research is applied as a 
methodological approach for the thesis as a whole, suitable to the interrelationship between 
the portfolio and dissertation. The emphasis that I place is on both the artefact (the 
Deakinopolis portfolio which is my narrative of experience within Chapters 3 and 4) as a 
research form and process, and the creation of that work ‘generating research insights which 
might then be documented, theorized and generalized’ (Smith & Dean, 2009, p. 7) within the 
dissertation.  
The Arts and Humanities Research Council (AHRC) of the U.K. defined  
practice-led research within their review of Art, Design and Architecture  
(Rust, Mottram & Till 2007, p. 11) as ‘[r]esearch in which the professional  
and/or creative practices of art, design or architecture play an instrumental part  
in an inquiry’. The authors of the review kept the definition broad deliberately,  
and they suggested that there is an interrelationship between practice in the  
stipulated disciplines being strongly related to methods of enquiry and  
‘practitioner’ academics researching aspects of practice (2007, p. 10).  
The AHRC (2007 p. 10) review calls practice an activity to employ in research  
with the understanding that the method indicates how the practice contributes  
to the enquiry. I wish to expand this definition into my own concept of  
a practice-led approach to methodology for this thesis. 
Practice-led Research, Research-led Practice 
Smith and Dean (2009, p. 5) are not totally convinced as to whether practice-led research 
itself has become a methodology, but do see the research as a ‘unique combination of 
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creative practice and research [that] can sometimes result in distinctive methodological 
approaches, as well as exhilarating findings and artworks’. Rust, Mottram and Till (2007, p. 
12) call attention to a common response to practice as research, where to be a purposeful 
research system, the knowledge related to the artefact is positioned as ‘more significant than  
the artefact itself’. Practice-led research needs a rigorous framework, such as Brown and 
Sorenson’s (2009) process of hypothesis, trial and evaluation but there is a certain open-
ended nature and uncertainty in researching through creative practice which is of great value 
in research that is emergent and creatively developmental. Rust, Mottram and Till (2007) 
state: 
In creative disciplines, practice-led research methods must take account of the tension 
[between the rigorous framework and the unpredictability] and allow for uncertainty 
and open-endedness if the practice in the research is to be valid. (p. 13) 
The debate as signalled here operates within discussions of creative arts. This  
thesis includes qualitative conceptual and observational responses to a creative output, a 
‘generative enquiry that draws on subjective, interdisciplinary and emergent methodologies 
that have the potential to extend the frontiers of research’ (Barrett & Bolt 2009, p. 1). There 
is a critical reflection on each cyclic process in development of the practice/outputs, and this 
informs critical analysis of the theories emerging alongside or in interaction with the 
practice. This in turn informs the practice. The practice creates knowledge through methods,  
materials and practice of writing, transforming understanding of the process  
and purpose. The critical theorisations may be published or applied to  
generating future creative works. Using Dewey’s theoretical concepts of  
‘experience’ (Dewey 1916; 1938), I am able to reflect more thoughtfully  
and in depth on my own experiences with navigational interactivity within  
and between (where relevant) digital worlds. This research approach has led  
to the development of a digital storyworld model which has grown out of  
the experiential learning and creative story and narrative meaning-making theory  
and practice researched in this thesis. 
Barrett and Bolt (2009; 2014) clearly articulate creative arts research as being practice as 
research. They refine this studio-based enquiry that is a practice-led research ‘as a new 
species of research, generative enquiry that draws on subjective, interdisciplinary and 
emergent methodologies’ (Barrett & Bolt 2009, p. 1).  Smith and Dean (2009) talk of 
practice as research as arguing for two practice positions which overlap. The first position is 
that creative work, by and of itself a form of research with clear outputs with emphasis on 
the process itself, could be titled practice-based research (Candy 2006). The second position 
is that creative practitioner processes can become insights which can be theorised, 
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generalised and written into research outputs. Candy (2006) talks of this emphasis  
as practice-led research. ‘If the research leads primarily to new understandings about 
practice, it is practice-led’ (para. 1). It ‘highlights the insights, conceptualization  
and theorization [sic] which can arise when artists reflect on and document their  
own creative practice’ (Smith & Dean 2009, p. 5).  
My definition of practice-led research is about both the process and the goals or aims of the 
creative practice. The research design was conceptualized and developed from 2013, arising 
from reflections on the implementation of the digital storyworld and artefact of 
Deakinopolis. This portfolio storyworld is a narrative of my own experience in development, 
told through my own story responding to written, spoken and visual responses as they 
unfolded and I reflected. This process involves a range of processes. I pose self-reflective 
questions about how I have made the portfolio storyworlds, as a form of reflective research 
practice, to more clearly define how they enable narrative agency and meaning-making. This 
is about the process that leads to a digital storyworld and it has no preconceived starting 
point or end (Smith & Dean 2009, p. 23). But within that research I am also exploring how 
to define the transformative experiential learning, and for that I turn to questioning, via a 
narrative enquiry method, the insights, concepts and theoretical framework that have 
emerged from the portfolio. I am moving here towards a research-led practice where 
scholarly research can generate creative work (Smith & Dean 2009, p. 7). This is part of a 
cycle of production where I apply the theoretical contexts I have discovered through 
practice-led research to my next iteration of digital storyworlds, as has occurred with Bilby 
and NewBilby. However, research-led practice may also be represented by areas such as new 
media installations and new music through computer developments (Smith & Dean 2009, p. 
8) and is starting to emerge into other disciplines such as creative writing. Fictocriticism 
would be an example of seamlessly combining creative and critical writing (Smith & Dean 
2009, p. 8) to demonstrate research feeding into creative writing and back again.  
Practice as Iterative Cyclic Web 
Within this debate concerning creative arts and research-led practice, Carter (2004) sees the 
positioning of the creative researcher as within the making or creating: 
Material thinking occurs in the making of works of art. It happens when the artist 
dares to ask the simple but far-reaching questions What matters? What is the material 
of thought? To ask these questions is to embark on an intellectual adventure peculiar 
to the making process. Critics and theorists …remain outsiders, interpreters on the 
sidelines, usually trying to make sense of a creative process afterwards, purely on the 
basis of its outcome. (p. xi)  
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In a similar position to Carter, I believe ‘creative research is, in itself, an act of reflection and 
invention’ (2004, p. 191). The research can lead to the creative work, as well as the creative 
work producing research. Smith and Dean (2009, p. 21) introduce their model of the iterative 
cyclic web (see Figure 2.1 below) as an emphasis on the iterative nature of the process.  
 
Figure 2.1: Iterative cyclic web (Source: Smith & Dean 2009, p. 20)  
The iterative cycle above has multiple entries and exits, and it is possible to move around the 
cycle in either direction. There is also a web-like structure of connections which traverse the 
segments. This cycle suggests a reversible movement between the areas of basic research, 
practice-led research and research-led practice. It is possible to leap across the points in the 
circle or to take an anti-clockwise or clockwise cyclic direction. This form of research is 
potentially unsettling, as the practice-based research is positioned at any point within the 
practice-theory-process cyclic flow. The design for this thesis therefore focuses on an 
empirical (observational and experiential) approach to the ideas emerging from the 
artefact/portfolio through narrative description of my experience and theorises them within 
comparison between the practical and the theoretical concepts. The focus is not on the 
learners’ outcomes, but firmly centred on my own experience. The thesis does not centralise 
the research design on the process of developing the output (research-led practice) as it is the 
nexus between the theory or basic research, the practice-as-research and the research-as 
practice that engages me as a researcher and practitioner. Kroll (2013, p. 108) puts this 
iterative movement another way, describing a ‘practice-led research loop, conducting and 
replicating experiments, interpreting results, gathering information, before gaining fresh 
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insights and moving on’. Kroll’s description implies a more formal structure or system, 
which could be a useful frame of research, but the suggested looping structure echoes more 
of a scientific or paradigmatic mode of thinking. The digital storyworld model emerging 
from this thesis was developed over several iterations, with each analysis of the portfolio’s 
components and their relationship to theoretical frameworks applying more clarity to the 
central hypothesis. The Smith and Dean (2009) iterative cycle (Figure 2.1) has an open-
ended process approach to it that more closely reflects my own experience in conducting this 
research into narrative meaning-making as an experiential process.  
This has been a complex methodological process to disentangle, because I have experienced 
a potential unsettling implicit in an open and emergent practice research methodology and a 
narrative research which may be goal-oriented and theoretically research-based. The Smith 
and Dean (2009) iterative cycle (Figure 2.1 above) provides a way for my research design to 
range across my writing and educational practice, my research-led iterations back into the 
practice, and academic research. As part of a survey response for Smith and Dean (2009), 
Simon Biggs talks of the variety of research approaches that are a part of his creative work, 
and reflects on a diversity of research options to which I can relate: 
I do applied research to develop new software and hardware systems that are used in 
my creative art practice. I do theoretical research to support the development of my 
creative work and in order to develop critical perspectives on artistic practice in my 
field. I do contextual research to keep abreast of developments in my artistic field. I do 
pedagogical research to inform my work as an academic and to seek ways in which 
creative practice and research can function in a complementary manner. (p. 18) 
My research methods within the practice-led methodology incorporate what Biggs has called 
applied research for my creative practice in the portfolio, as I have constructed the range of 
nonsequential stories for a specific learning purpose. My interpretation of an appropriate 
term here would be ‘practice as research’, to avoid confusion with OECD’s definition of 
applied research (OECD 2015) as being for a specific aim or purpose, for example 
commercial research reporting. My theoretical research interrogates the outputs and 
applications of the portfolio. Contextual research has integrated both education and writing 
discipline areas, and of course pedagogical research informs the nexus between what I have 
developed (the Deakinopolis portfolio) and how I can apply it experientially as a narrative 
process in a higher education context. As Harper (2013) phrases it, I have based my research 
methods ‘in a philosophy of openness to exploring what works most effectively’ (2013, p. 
151) in my research design as well as my practice as research. 
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Qualitative Research within Narrative Research  
When distinguishing the difference between qualitative and quantitative approaches, Denzin 
and Lincoln (1994) define qualitative research as follows:  
Qualitative research is multimethod in focus, involving an interpretive naturalistic 
approach to its subject matter ... qualitative researchers study things in their natural 
settings attempting to make sense of, or interpret, phenomena in terms of the meanings 
people bring to them. Qualitative research involves the studied use of and collection of 
a variety of empirical materials ... that describe routine and problematic moments and 
meaning in individuals' lives. (p. 2)   
The emphasis in the thesis is on a range of empirical materials which have interpreted the 
meaning-making of the phenomenon of the portfolio worlds through narrative description. 
Andrews, Squire and Tamboukou (2008) indicate qualitative researchers are able to:  
…frame our research in terms of narrative because we believe that by doing so we are 
able to see different and sometimes contradictory layers of meaning, to bring them 
into useful dialogue with each other, and to understand more about individual and 
social change. (p. 1) 
My qualitative research engages with the research questions, and also incorporates the Smith 
and Dean (2009) iterative cycle (Figure 2.1) as a practice-led approach to unveiling the 
layers of meaning and their contradictions. Experiencing the development of story within the 
portfolio storyworlds and the narrativised account of that process brought on a fruitful 
dialogue for myself as practitioner/researcher between the emergent storyworlds as a 
creative response and their meaning-making purposes framed in experiential theory. 
Narrative in terms of being the method to make meaning of experience is seen as a 
multilevel, interdisciplinary field with a focus on personal experience (Andrews, Squire & 
Tamboukou 2008, p. 7).  
Csarniawska (2004) defines narrative as a qualitative design where ‘narrative is understood 
as a spoken or written text giving an account of an event/action or series of events/actions, 
chronologically connected’ (quoted in Cresswell 2018, p. 168).  This narrative definition has 
a further tension, or perhaps more accurately a dialogue, with the open-ended quality of the 
digital storyworld model that has emerged from theorising the narrative of meaning-making. 
The chronology of connection of events and actions in the narrativised account of the 
portfolio is contrasted with the nonsequential presentation of components of the digital 
storyworlds, presenting nontemporal story opportunities, awaiting activation by a 
learner/narrator. The digital storyworld model has interconnected story components whose 
purpose is revealed through narrative description and enquiry;  this dialogue between  
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the nonsequential, nontemporal digital environment and the narrative of meaning-making 
has led to a major research finding.  
Collection of data through narrative of experiential development  
The portfolio itself presents my practice as both a writer and educator in a  
practice-led approach which is narratively described. To interrogate the portfolio required a 
qualitative research approach using four stages. The first was the accumulation of qualitative 
research data, including: observations of learner and staff responses to the digital storyworld 
immersion; exploration of the processes required in embedding the stories within the digital 
environment; and interrogating assumptions regarding the relationship  between narrative, 
digital learners and the portal/platform selected. The process of development using this data 
was iterative, discussing with others, such as tutors and the graphic designer, issues related 
to storyboards, scripts, use of photography and videos, positioning of the digital storyworld 
within the software Dreamweaver™ and Flash™ to ensure sustainability, ongoing relevance 
and capacity. I reviewed the structure of role-plays, creative story segments and triggers for 
change. This revealed the purposes or intent of the environment in developing lasting 
narrative meaning-making for learners. As part of the data I used in development, I took note 
of responses and reactions from students, staff and conference attendees to the digital 
environments and situations.   
The second stage of the storyworld’s development was to define the storytelling through the 
digital world. The applications of a digital storytelling environment for scenarios were 
specifically indicated by looking at the process of moving from print to digital (see Chapter 
3 for details) for Bilby and Newlandia. The third stage was to develop a digital world 
platform or portal that expanded the purpose of the digital storyworld towards social learning 
and interpersonal skills – the Deakinopolis interface and working-in-teams scenario in 
Kaleidoscope Consulting (see Chapter 4 for details). Throughout these practice-led research 
developments I continued to reflect on learning and writing theory as a fourth stage, with 
particular focus on the cycles of complexity of storytelling I wished to develop and also on 
interdisciplinarity and transfer to knowledge and skills for multiple situations.  
I was looking for the bridges between my practice and the pedagogy through both contextual 
and theoretical research.  
Mason (2002) talks of the practitioner-researcher as being engaged in the Discipline of 
Noticing (his capitalisations) as a sensitivity of the researcher to ‘knowing-to-act’ research 
outcomes (2002, p. 164). His interest is in research that overtly produces assertions, but 
covertly results in ‘a transformation in the perspective and thinking of the researcher’ 
(Mason 2002, p. 164), through a process of being sensitive to noticing the research 
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outcomes. It is interesting that the digital storyworld model, which has emerged from the 
thesis research as a potentially transformative model in relation to the learner’s perspective, 
echoes Mason’s interest in a covert – and transformative – result for the researcher. Mason 
explores several research worlds, of which there are two which are particularly appropriate 
to this thesis with its portfolio and dissertation components. What he terms the ‘world of 
reflective practice’ – which I argue as linked to the process of developing the portfolio itself 
in a practice-led methodology – supports sensitising, noticing and resonance seeking, typical 
of what he calls noticing-based research (2002, p. 166). This is central to responding to the 
covert outputs and developments of the portfolio. The other research world is considering a 
world of self, developing sense making through storytelling, and this is reflected in narrative 
enquiry and creative writing (2002, p. 166). This is integrated into the narrativised enquiry of 
the dissertation as ‘a kind of narrative about the flux of perception-cognition-intuition’ 
(Gibson, in Candy 2006, para. 20). This narrative of flux is responsive to the open-ended 
research narrative that is noticing of perceptions and intuitive responses to  
cognitive outcomes. 
I have based research into the portfolio and dissertation as a cyclic iterative process of 
practice-led and research-led research. My practice-led research approach has concentrated 
on outcomes arising from practice (the portfolio). When these outcomes are combined with 
the theoretical conceptualising within the dissertation, they have led to a model that has 
applications for digital storytelling, story as narrative meaning-making and the 
transformative possibilities of immersive experience through digital nonsequential story as 
research-led practice. The application of practice-led research is, as described by Barrett and 
Bolt (2009, p. 2), research that can extend ‘our understandings of the role of experiential, 
problem-based learning’. This ‘subjective and situated’ creative arts research  
practice incorporates established knowledge with ‘tacit and intuitive processes’  
that apply the ‘experiential and emergent nature of its methodologies’ to encourage 
unpredictability (Barrett & Bolt 2014, p. 3). The emergent digital storyworld model arose 
from the cyclic iterations (Figure 2.1 above) of movement between the three parts of the 
cycle (Smith & Dean 2009): the practice-led approach, research-led practice and the 
academic research. In this sense, the new knowledge of the thesis has been emergent and 
experiential, as Barrett and Bolt describe it.   
Research Subjectivity  
The narrative research context emphasises ways of knowing. Pinnegar and Daynes (2007) 
describe this knowing as an interactivity between researcher and – in the case of my 
dissertation – the artefact: 
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…we become narrative inquirers only when we recognize [sic] and embrace the 
interactive quality of the researcher-researched relationship, primarily use stories as 
data and analysis, and understand the way in which what we know is embedded in a 
particular context, and finally that narrative knowing is essential to our inquiry. (p. 6)  
There is implicit in both the practice-led, research-led methodology and the subjective 
narrative design the centrality of researcher subjectivity (Casey 1995, p. 232). This is a 
strength of the narrative research design, with its capacity to engage in deep personal 
reflection on both the process and the underpinning theory. As Casey (1995, p. 231) 
summarises it, ‘[w]hat is at stake is a fundamental reconstruction of the relationship between 
the researcher and the subject of the research’. My intent is to explore the making of the 
artefact, the ‘handlability’ (Barrett & Bolt 2007), as a narrative that is interpretive. I am 
looking for coherence and sequence, trends that connect intuitively, as well as within a 
systematic inquiry. ‘Without some knowledge of connective details, it is extraordinarily 
difficult to overcome abstraction in dealing with other people’ (Greene 1991, p. 113). The 
narrative design of the dissertation provides those connective details in exploring the effects 
of the portfolio as transformative/engaging experiential learning.  
Pinnegar and Daynes (2007) have mapped four turns towards narrativising the enquiry – 
seen as a researcher’s movement in thinking and actions towards narrative – as being central 
to this narrative approach. The first is a change in the relationship between researcher and 
researched – which in my case is the subject of my artefact as an event and its 
interrelationship with my experience. The second moves from using numbers to using words 
as data, as demonstrated by the portfolio’s descriptive journey. The third is changing the 
focus from the general and universal towards the local and specific. This focus on the 
particular enables the exploration of a particular experience and context, the experience of 
compiling this ‘event’ of digital storyworlds. The final turn is the valuing of different ways 
of knowing (Pinnegar & Daynes 2007, p. 11). Pennigar and Daynes (2007, p. 30) believe 
‘[t]he blurred nature of knowing provides … space and tools for exploring these concerns’. 
The delightful position of the narrative researcher is to be embedded in a form of 
uncertainty, focused on the particular and interpreting a multiplicity of stories.  
This is also the position of the researcher/practitioner in the framework for this thesis of a 
practice-led, research-led methodology. The thesis moves in an iterative cycle through the 
emergent, generative portfolio developments as practice-led research to explore the 
theoretical framing of Bruner’s narrative as meaning-making and Dewey’s experiential 
learning. This is then explored as being emergently reflective research-led practice 
generating more development of the creative artefact or portfolio. Samah (2013, p.90), on 
discovering the relevance of narrative enquiry, talks of it as ‘a narrative inquirer’s research 
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into her practice, one that offered the means of making transparent an inquisitive journey 
towards reframing personal and practical knowledge in teaching’. It was a self-critical 
enquiry, requiring her to re-examine her practice and ‘navigate uncertainties’ (2013, p. 96). 
Her experience was transformative as a researcher in what Mezirow (2009, p. 92) termed for 
learning as a process ‘that transforms problematic frames of reference … to make them more 
inclusive, discriminating, open, reflective, and emotionally able to change’. Samah’s (2013) 
transformative learning process mirrors the potential of the digital storyworld model that has 
emerged from this research design to enhance experiential learning for tertiary learners.   
Narrative research in my design is centred on the hypothesis of the relevance to the tertiary 
learner of narrative and experiential meaning-making in digital storymaking that is 
transformative through praxis and poiesis, as put forward earlier in the chapter. For the 
purposes of this thesis, narrative research usefully crosses disciplines, in applying social and 
subjective analyses. Narrative research is ‘a popular portmanteau term’ (Andrews et al. 
2008, p. 2) incorporating a range of approaches such as interviews, personal autobiographies, 
event/experience, artefacts and descriptions. Schaafsma (2011, p.2) lists sources of narratives 
as ‘curriculum materials, articles, presentations, anecdotes, gossip, and other artefacts’ that 
assist in constructing and representing meaning for the narrative researcher.  
The parts of the narrative ‘portmanteau’ that are narratively described and analysed in the 
Deakinopolis portfolio (the artefact) as the empirical data, are its story construction, events 
and experiences of myself as practitioner/researcher. The data is applied to  and drawn from 
my portfolio reflection and narrative of the experience, rather than learner experiences. 
Evaluating this data, narrative enquiry interrogates subjectively the relationship between the 
practice (the artefact), theoretical conceptual research emerging from that analysis and the 
practitioner/researcher. I have shaped narrative research situations which ‘situate and reveal 
– within and outside the rendering of the text – the hand of the researcher/writer, 
context/history, and all the supporting constructions’ (Schaafsma 2011, p. 3). This narrative 
research design ‘offers the possibility of exploring nuances and interrelationships among 
aspects of experience’ (Josselson 2011, p. 239) that can be applied to understanding digital 
story models that have transformative narrative meaning-making experience embedded in 
their structures. With the portfolio/dissertation model of this thesis, narrative analysis 
enables emergence of the nuances of the experience of creating the artefact and defining the 
digital storyworld model arising from this research. This form of emergent and experiential 
research focused on narrative is appropriate to the practice-led methodology informing the 
thesis as a whole.  
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Conclusion 
In many ways a practice-led approach is a ‘bottom-up approach to research’ (Dahlberg & 
McCaig 2010, p. 20). The researcher familiarises herself with the context and the 
phenomenon, and her ‘analysis contributes to an understanding of the reality and generates 
theories’ (2010, p. 20). There is, for the researcher/practitioner, a conversation conducted 
‘with the theoretical and conceptual literature, either to critique existing concepts or to 
extend and deepen them’ (Josselson 2011, p. 239). The data I have applied to the portfolio 
provides a narrative basis to my experience of this conversation. 
The next two chapters narratively present the Deakinopolis portfolio, firstly as  
the initial impetus to move from text to digital storyworlds in Chapter 3, then  
as a fully realised portal into two-dimensional digital storyworlds with multiple  
story components and digital storytelling opportunities in Chapter 4. The portfolio  
is embedded in the dissertation at this point to position the artefact as central to  
the research-led, practice-led and basic research methodology, to start the conversation 
between the artefact and the theoretical and conceptual literature to come in the dissertation. 
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Introduction to the Portfolio 
This portfolio is composed of scenarios and role-plays which, over a period of up to 
eight years during the 2000s as part of my role as an academic, were built into digital 
versions to engage contemporary tertiary learners. As discussed in Chapters 1 and 2 
in my practice-led research approach, I applied a Deweyan experiential educational 
philosophy (1916; 1938) to the concept of immersion by doing, entering into 
scenarios and role-plays, which I transferred into digital storyworlds. I developed 
these digital storyworlds by applying Kolb’s experiential learning cycle (1984; 
2015), combined with what Dede (2005a) has titled neomillennial learning styles (or 
as I interpret them, neomillennial literacies, see Chapter 7 for further discussion).  
Because of my practice in creative storytelling and interest in Brunerian narrative as 
meaning-making (1986), I built the portfolio of scenarios into a web of stories, with 
characters, dialogues, settings and situations. The digital environment is based on 
story components of characters and dialogues, settings and situations, represented by 
a range of media. These include video news and multipage print media, 
podcasts/radio programs, photos/text biographies of characters, visual representation 
of places or settings for key stakeholder organisations linked to interactive 
WordPress websites, training notes, video enactments for job selection interview, 
organisational buildings with navigational levels, maps of locations and geography. 
The theoretical context for this aspect of the portfolio will be explored further in the 
dissertation in Chapter 6 A Contemporary Experiential Educational Philosophy, 
Chapter 7 Digital Leaps: Portals and Platforms, and Chapter 8 Transformative 
Experience through Digital Storyworlds.  The practice-led approach to developing a 
digital scenario model became the digital storyworlds which are narrated as my 
developmental experience in chapters 3 and 4. The portfolio narrates the story of my 
developmental experience including my reflections on the observational and anecdotal 
data I had accumulated during this process. 
Chapter 3 is focused on the early outcomes of my portfolio of scenario-based work 
that signalled my move from print-based scenarios in the early 2000s through to the 
digital storyworld versions that are still in use as a teaching resource. This chapter 
explores the development of two virtual world environments or interfaces, 
Newlandia and Bilby, from print to digital format, culminating in digital storyworld 
models with shared characteristics and a reworked NewBilby. The growth of digital 
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world learning approaches will then be extended in Chapter 4 into exploring the 
interpersonal working-in-teams scenario for work environments (Kaleidoscope 
Consulting) and the framework or portal of a full virtual city (Deakinopolis). These 
are positioned within a work-integrated learning (WIL) theoretical approach (see 
Patrick, Peach and Pocknee (2009) in Chapter 4 for my working definition of WIL), 
and this final ‘city’ (which is a single screen) provides the entry point or portal to the 
imaginative breadth of digital storyworlds across this portfolio.  
The portfolio represents a movement from print- or text-based scenarios and role-
plays through digital enhancement of those texts to a relatively coherent and 
integrated digital world of characters, plots and situational contexts. This digital 
storyworld model has layers of components which are individually purposed mini-
worlds with their characters and issues capable of exponential expansion  through 
interrelating the stories under the umbrella of the Deakinopolis ‘city’. The model 
also has complexities in those stories of character, dialogue, setting and situation 
which are able to exist as an ongoing, fully conceived world with backstories for the 
characters, issues and events. The digital storyworlds represent a parallel to the 
everyday real world: semi-chaotic because no sequence or sense of time or 
chronology is offered. Instead, there are opportunities for the participants to suspend 
themselves imaginatively, testing out points of view through synthesising a range of 
events, issues and human interactions. The scenarios grew into this digital storyworld 
model through my conviction that the skill of synthesis can be encouraged through 
suspending time and sequence within a digital story, and then challenging learners to 
make stories with multiple points of view.  
Scope of the Portfolio 
My responsibility in the journey from print to digital virtual worlds has been for the 
pedagogical concept and content, the storylines that are inherent in the development 
at all stages and the provision of most of the digital images used to develop the 
virtual world context and its characters. The graphic designer and multimedia 
developer who has been instrumental in conceptualising the spatiality of the virtual 
worlds, working with easy access software for developing two-dimensional websites 
(Dreamweaver, Flash, WordPress) and aligned closely with my concept 
development briefing, is employed within the Deakin University Deakin Learning 
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Futures division as a resource developer. This partnership with the graphic 
designer/multimedia developer (Tony Neylan) has led to a graphical interface that 
has a verisimilitude to a Pacific island or country town, and portals of entry to the 
various worlds that use humour not only from my storylines but also from his 
graphics. He has, at all times, worked from my briefings, and discussed the graphics 
‘look and feel’ with me as the final arbiter and client. There have been two other 
resource developers who developed up to 10% of the text in Bilby, related to the 
Bilby local media outlets.  They closely followed my briefing and I edited the  
final work.  
Portfolio Contents 
I have provided a full descriptive narrative of the portfolio through narrative  
and figures in Chapters 3 and 4. I have listed below the worlds of the portfolio,  
for clarity, and also for further exploration if desired.  
This portfolio consists of: 
Deakinopolis – digital storyworld portal. This is the main navigational entry a 
nd exit point. https://www.deakin.edu.au/apps/dlf/deakinopolis/deakinopolis.html  
All of the digital storyworlds listed below can be accessed from the Deakinopolis 
portal, with navigation via rollover of signs and buildings that are active. The  
direct links are also provided below. 
Newlandia – digital storyworld developed for the postgraduate unit Writing for 
Communication Media. After entering via the initial screens outlining the issue  
and purpose of Newlandia, the navigational ‘island’ appears. The island has a s 
eries of palm trees (and labels) as access points: 
https://www.deakin.edu.au/apps/dlf/deakinopolis/newlandia/index.htm  
Bilby – digital storyworld developed for the first-year undergraduate unit 
Professional Writing for Work (see NewBilby link below to access  
upgraded version) 
NewBilby – amendments to digital world Bilby to enhance Professional Writing  
for Work as core unit in Bachelor of Arts (International Studies). The main 
navigation is at the signpost junction, reached after clicking on the two screens  
to enter Bilby, and this signpost indicates the scope and access points for each  
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of the businesses and social advocacy groups in NewBilby. Each of these  
businesses and groups has its own WordPress website, which is accessed  
by clicking on an image of a computer screen in the foyer of that business. 
NewBilby is available at: 
https://www.deakin.edu.au/apps/dlf/deakinopolis/bilby/index.htm  
Kaleidoscope Consulting – digital storyworld initially developed for undergraduate 
and postgraduate internships as an online induction, and working-in-teams scenario 
used across range of units and faculties. The access is at 
https://www.deakin.edu.au/apps/dlf/deakinopolis/kc/kc.html. The working-in-teams 
scenario is accessed via Kaleidoscope Consulting sign in the grungy Crocker Alley, 
which provides access to the reception area. Click on ‘Meeting Room’ and the 
interviews are waiting to be viewed; the filing cabinets provide the details of the 
applicants. To go up in the lift, return to the foyer via the circle icon (green) at the 
bottom of the screen. At the reception area click on the circle icon (green) and when 
facing the lift click on the little arrow next to lift buttons. In the lift, select a level 
according to the rollover descriptors. When exiting/reentering the lift use the circle 
icon (green) at bottom of screen. A quick exit from Kaleidoscope Consulting 
reception area is via the EXIT sign. 
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The Journey from Print to Digital 
The initial online scenarios of Newlandia and Bilby arose from print-based scenarios 
or role-plays in 2001 – the print-based town of Valley View which eventually 
transformed into the digital Bilby format – and 2004 – a case study ‘town’ called 
Burlong transformed into digital Pacific island, Newlandia. Each scenario was 
developed as a method of engaging in professional writing for media 
communications, with the focus on writing for work targeting specific audiences and 
purposes, for example media releases, news stories, reports, in both undergraduate 
and postgraduate courses.  
Writing @ Work – Valley View 
The initial briefing to develop the material represented by this portfolio arose when, 
in my freelance role as writer/editor, I was approached in 1999 to develop an 
undergraduate subject (official term: ‘unit’) called Writing@Work, having a focus on 
the sorts of skills that I had developed in running my own writing business. The 
briefing outlined the concept of a scenario-based unit, engaging and developing 
social advocacy skills. The first scenario that I developed in print form was the town 
of Valley View (name since changed to Bilby). The purpose of this print-based 
scenario was to provide a work-oriented imaginative context and some (fictionalised) 
facts to engage students in writing for specific and industry-related purposes in social 
advocacy roles. Figure 3.1 indicates summarised extracts from the Shire Council 
briefing providing information about aspects of developing a hospital on the site of 
the Valley View graveyard. These notes also provided information that assisted 
students as they used their membership of one of the lobby groups of Valley View as 
the contextual environment for their writing tasks.  
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Extracts from BRIEFING MATERIAL ON THE DEVELOPMENT PROPOSAL @ 
VALLEY VIEW 
1. There are funds of $127 million (from the regional infrastructure fund and 
Commonwealth regional initiatives) to develop the proposed hospital at Valley 
View.  
(details given on developer and construction company, plus timelines to 
consult and do environmental studies of the proposed graveyard site)  
2. The development site will be project managed by Ross Tring, of Tringling and 
Co. 
(details provided on local company approved for other government projects, 
using local labour)  
3. The hospital plans have been developed and incorporate environmentally 
sensitive approaches to both the building and operation. These include: 
(details provided on solar power, natural light, well-planted carpark, nature 
reserve and recycling with plans available at Shire Council) 
4. The graveyard site has been proposed as most appropriate because of the ease 
of access, less cost for developing roads/parking and best location for a 2–3 
storey building requiring reasonable depth in the foundations. Other areas close 
to the river flats have a problem with silt. 
5. There have been initial investigations by the Regional Infrastructure Department 
concerning the clearing of the graveyard site.  
(detail provided on clearing the site including reference to ‘Study – Moving 
Graveyards’, Department of Regional Infrastructure, January 2001) 
6. The Regional Infrastructure Department has reviewed a range of sites in the 
district and has recommended the town and environs of Valley View only.  
(detail provided on need to establish development within three months 
including report ‘Surveying the Future: Valley View or Else?’, a Report on 
Regional Needs for the View District, December 2000, Department of 
Regional Infrastructure) 
7. A recent demographic study conducted by the Community and Health Services 
Department has established that the current Valley View bush nursing hospital 
will be insufficient for the community needs within six months.  
(detail provided on interim measures related to Bendalong Hospital and 
reference to ‘Report on Valley View Community and Health Services 
Needs’, April 2001, Department of Community and Health Services) 
8. The Trust Society of Victoria suggests that the graveyard is worthy of 
consideration as an historic site; this process will take approximately three 
years.  
(detail provided on process and rationale for this and referencing Information 
from Trust Society of Victoria, ‘Historic Perspectives on Valley View’, April 
2001) 
9. An environmental study by an independent company EnviroManagement, Valley 
View Environmental Management Study (May 2001) was commissioned by the 
Environment Department, and has been provided at Appendix A.  
(detail on flora and fauna in danger of extinction) 
10. The production company Geranini Productions has been funded for a third and 
possibly fourth season of City Stress, Country Pleasures, and will be continuing 
to use Valley View and surrounds as the location.  
(detail provided on location sites and atmosphere of the town relevant to TV 
series)  
11. Economic growth in Valley View has been indicated by several factors.  
(detail on decreased unemployment and increased building, plus business 
turnover)  
12. Diversity of industries and businesses in regional areas has been supported by 
the Commonwealth Green Paper on Regional Issues (September 2000). 
(details on decentralised infrastructure, ecotourism, micro business 
development to meet project growth)  
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13. The Environment Department has been conducting several surveys of the area’s 
water needs, and its report has stated that the water needs of the current 
population of Valley View.  
(details of water infrastructure proposals including new reservoir, or 
tanks/piping)  
14. A new wastewater plant was planned to be constructed for Valley View in two 
years.  
(details on VV Wastewater Treatment Plant to meet population growth, 
Region Water Authority Annual Report 2000) 
15. There have been five portable classrooms for the primary school.  
(details on education needs)  
Figure 3.1: Summarised extracts of Valley View notes/briefing on development, used as basis for the online 
version that became Bilby 2001 
 
These notes were delivered as this series of bullet points in somewhat random order, 
requiring learners to summarise and then synthesise what they needed as part of their 
argument. I enhanced this dense, text-based format with a very simple ‘online’ 
supplement using a series of photos to bring the country town to life visually. The 
photos were centred on the contextual ‘peripherals’ that might engage students more: 
a growling grassfrog, which was endangered, the wetlands and graveyard site, where 
the hospital was planned to be built. At this point, the resources and the teaching 
approach focused on bringing the scenario to life by visualising the contextual 
environment, not working with situations or characters who may have been involved. 
See Figure 3.2 for a sample of the town contexts. 
 
 
Figure 3.2: Valley View website sample page, 2002 
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Reflections on Valley View 
This form of the scenario – dense textual information and some visuals – was a 
partial success, with students engaging to some extent in the issues of the graveyard 
site, while still fully aware it was constructed as a task rather than an imaginatively 
immersive environment. The tutors teaching this unit were incorporated into the 
Valley View ‘website’ (listed as HOME above), which reinforced this as a teaching 
tool rather than an immersive world. This was also in the early days of digital world 
development, with a learning management system portal that enabled simple builds 
which were representative of a website (in this case, FirstClass, a rather unwieldy 
platform). This resource was utilised and refined a little over two years. It was not a 
standalone ‘world’ but dependent on its integration with tasks and tutor explanations 
to operate as a contextual support resource.    
Writing for Communication Media – Burlong and Newlandia 
Transferring this model to a similarly workplace-oriented postgraduate unit (Writing 
for Communication Media) involved an initial print-based scenario, focused on the 
fictitious town of Burlong and a Pacific island called Newlandia. These each served 
different purposes. Burlong’s scenario resulted in an evaluative report and 
Newlandia’s scenario related to media writing.  
The Burlong scenario provided details on the district, the local radio station on which 
the evaluation was based and some information on the characters and their roles in 
providing information (see Figure 3.3 below).  
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3BU at Burlong University – BRIEFING (extracts) 
Burlong is a regional city of approximately 300,000 people. It is surrounded by 
pastoral and agricultural farms, several small towns and a couple of industrial parks. 
There is also a car factory providing about 2,000 skilled and semi-skilled jobs. It has 
several schools, including the excellent Burlong Community College, and the 
Burlong University, which is very popular, with a population of 15,000 students. The 
city has many small businesses and is currently in modest growth. It is gaining a 
reputation for excellence in education, and a strong support for the arts and crafts 
industries.  
Burlong University has its own community radio station, 3BU. It is run by a board of 
five students and local community members, with a full-time station coordinator, 
Cam Bui, employed by the university. Cam has extensive experience in running a 
community radio station, having been involved with 3RRR (RMIT) and 3MU 
(Monash). …(details provided on the programming, funding possibilities and the 
mission/vision of the radio station) 
Cam is responsible for overall program planning, for ensuring that the slots are filled 
and that all students complete the training. …(details provided on her 
responsibilities, skills, reporting structure and 2 part-time employees)  
Cam’s team, the university and the board have conducted a review of the station, 
including surveys to the students and staff at Burlong University (including 
responses from all students involved in the station’s programs), and to the 
community of Burlong. The results indicate…(details provided on key findings and 
possible strategies) 
Cam has explained some strategic directions and issues to the university and station 
board …(details provided included volunteer programs, more student involvement, 
local business engagement, publicity for the radio station and its programming, need 
for communication strategies more broadly)  
Your task: 
The Board of 3BU (through Cam Bui as the coordinator) has asked Gibbering 
Communications Agency (your employer) to provide a report on 3BU: 
• provides an analysis of the present situation for 3BU within the context of 
the Burlong University and the local community of Burlong 
• summarises possibilities and recommends strategies to restructure 3BU’s 
operations in relation to its communication and promotion needs both now 
and in the future. 
As the representative from the Gibbering Communications Agency who is writing this 
report, you will need to summarise and organise the information provided in this 
briefing, and also research possible operations and communications strategies for a 
community radio station. You may do this by: 
• using an internet search of appropriate web sites related to community radio 
and/or communications strategies 
• listening to, visiting and/or interviewing a community radio station regarding its 
operations/communication needs and approaches 
• developing questions for Cam to answer. Send the questions to Cam on the 
DeakinStudiesOnline area, and she will answer them as soon as possible. 
NOTE: You may use other strategies in your research and you may need to invent 
some minor details for this case study.  
Figure 3.3: Extracts from the client briefing for Gibbering Communication Agency, to develop an evaluative 
report on 3BU radio station at Burlong University, 2004 
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As can be seen from Figure 3.3, this is a very dense text for students to summarise 
and synthesise into a report, even with some of the detail removed. The context is not 
easy to visualise or engage with through a linear textual narrative or story as 
presented in this briefing, which is fixed at a particular point in time. My 
observations indicated that students were not able to clearly draw a link between 
writing a workplace evaluation report and developing this radio station scenario as a 
model in using synthesis skills in their workplaces for such a report. ‘Red herring’ 
distractions included too much focus on inventing ‘minor details’, and there was 
confusion about successfully moving between and synthesising the results of an 
internet search and researching an actual community radio station.  
Another written scenario focusing on persuasive writing for media (the second 
assessment task for the unit) developed a Pacific island called Newlandia as the basis 
of a mock press conference and other media-related writing. It provided a page or 
two of facts and figures for the students to incorporate into their writing tasks, based 
only on text in the first iteration (see Figure 3.4 below).  
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Newlandia – some facts & figures 
Newlandia is an emerging island economy (about the size of the South Island of 
New Zealand).  
➢ It is located just south of the equator and has a tropical climate. 
➢ Independence from nearly 400 years of colonial rule (Portuguese, Dutch and 
then English) was achieved sixty years ago.   
➢ English is the official language of government, but it is not widely spoken 
outside the capital city. Fifteen other languages (including dialects) are 
spoken among the population. 
➢ There are pockets of indigenous inhabitants along the southern coast – 
mostly in small subsistence fishing communities. 
➢ The total population at the last census (2001) was estimated at 35 million. 
➢ The capital city, Batak has a population of 5 million. It’s on the north eastern 
coast, has five-star hotels, resorts, an international airport and a thriving 
fishing industry. The city resources are stretched to capacity, and the 
beaches are threatened by overdevelopment of the resorts. 
➢ The central mountains Centralia Ranges are home to lucrative copper 
mines (owned by outside interests) as well as coffee plantations (locally 
owned) and timber companies (foreign owned). 
➢ Despite spiralling costs, there is a worrying trend of migration away from the 
villages and towards the city. 
Government & Economy 
The democratically elected government is based on a Westminster system. It is 
currently made up of a loose coalition of conservative and moderate parties. The 
Greens have several seats in parliament and form a noisy but effective opposition. 
The upper house is controlled by the majority conservative party.  The next election 
is not until 2006. 
Unemployment is high – officially around 12%, but known to be as high as 25% in 
some areas, especially in the northern regions. The ‘informal’ economy generates 
around 35% of GDP. Exports of raw materials and crops generate around 75% of 
GNP. The rest is generated from tourism and IT industries. 
The granting of World Bank loans and IMF funds has led to a vigorous program of 
modernisation and liberalisation. In the past decade import tariffs on raw materials 
have been reduced from 25% to 5%, quotas have been virtually abolished and 
restrictions on foreign investment have been significantly eased. A program of 
accelerated privatisation of public utilities has caused some concern among the local 
population as well as some foreign investors who feel it is too much too soon. 
GNP per capita is reasonably high in the city (around $US1200) but is significantly 
lower in regional areas.  
Figure 3.4: Postgraduate persuasive writing task: Initial Newlandia briefing (page 1/3, excluding the description 
of media outlets, sample media release and stakeholder agendas), 2004 
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This scenario had stories seeded within it: the poorer people in the south of an island 
with a large population and colonial past; the tensions with privatisation and 
dependence on tourism; and the influence of globalisation. Although each iteration of 
the scenario could change the dates, there was a sense of being within a particular 
timeframe, with a limited capacity for participants to imagine issues outside the 
somewhat stereotypical postcolonial island economy. In 2005, this scenario was 
augmented by the writing of character profiles of key stakeholders in Newlandia. 
The students then took on roles of the key stakeholders within the classroom for a 
mock interview, and this role-play provided the material for media releases and news 
stories. Figure 3.5 below indicates the interview profile briefing on the two central 
advocacy characters. 
Session 9 Interview profile: Promotional story for Welcome to Newlandia 
newsletter of Tourist Development Authority 
❖ Interview with Jacinta Cholande (head of Newlandia Environment 
Council) on future of eco-tourism, and the UNESCO world heritage 
listing. 
Notes on Jacinta: 
• Born in Britain 
• In her 40s 
• Married to Juan Notte, manager of Van On Coffee Plantation 
• Three children 
• Family lives on coffee plantation in Centralia Ranges 
• Radio South community radio station coordinator – 4 days per week 
• Arrived in Newlandia ten years ago to assist in the 50-year anniversary of 
independence celebrations 
OR 
❖ Interview with Henry Abalone (head of Newlandia Business 
Development Authority) on issue of water and plans for new water 
storage/resources using sustainable development processes.  
Notes on Henry: 
• Born on the south coast of Newlandia, son of fishing people in small village 
• In his late 30s 
• Went to university in Australia, studied journalism and economics 
• Worked with Newlandia Times, still does freelance writing, selling work 
overseas 
• Married to Lakshmi Shankaran (met at university), president of Newlandia 
Garment Industry Workers Union (NGIWU) 
Figure 3.5: Initial briefing notes on two key stakeholders in Newlandia, related to the interview profile writing 
task, 2005 
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Each of the initial print-based scenarios (Valley View/Bilby 2001–2 and 
Burlong/Newlandia 2004–5) was perceived by students as not ‘real’, indicated 
through anecdotal responses; rather, students viewed them as a more creative way of 
providing additional material to incorporate. The relevance of each scenario was 
questioned, as students struggled with the ‘facts’ and how far they needed to move 
beyond the constraints of the scenario. However, the role-plays did show that 
students engaged with characters and could imaginatively repurpose the key 
situations into extended character profiles and performances. They were motivated 
by the role-plays to invent detail, and to enlarge the scenarios themselves as they 
engaged with characters.   
The Story of Digital Newlandia 
 
Figure 3.6: Screengrab of navigational map of Newlandia, 2007–14 
Introduction 
Newlandia was the first scenario to move to a web-based, virtual world environment 
in 2005 (see Figure 3.6 above), as the print-based scenarios of Burlong and 
Newlandia lacked full engagement, cohesion and relevance for the diverse group of 
postgraduate students taking the unit. The print-based scenarios implied participant 
knowledge of the context and environment for making decisions on writing style and 
tone, structure and purpose for the stipulated and changing audiences in the briefs. 
The students (local and international) in the postgraduate unit Writing for 
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Communication Media had writing skills and knowledge of the predominantly 
Australian context at a range of different levels. 
The scenario went digital using the redeveloped and visualised Pacific island called 
Newlandia, which had a water problem and two organisations trying to solve it: the 
Newlandia Business Development Authority (NBDA), and Newlandia Environment 
Council (NEC). There were several outcomes for the students to achieve: a letter to 
the editor (of one of the island newspapers), a media release, a news story or 
interview profile of the leaders of each organisation, a report. The aim of compiling a 
collection of tasks was to change styles and formats for each task and define 
carefully the audience and purpose. Students worked in one of the two organisations, 
and discussed approaches collaboratively, then developed individual responses to 
advocate their position.  
The online scenario and digital world environment were developed to provide a 
visually and creatively engaging resource for both local and international 
postgraduate students to research and write about given communications issues using 
models of media outlets of TV, radio and print, specific to that digital world.  This 
scenario not only internationalised the context, it also provided a ‘level playing field’ 
for local and international students to share a singular environment and its issues. 
What I did not anticipate was that this digital format also suspended the students in 
that world by removing any strong sense of sequencing of where they found the 
information and by providing a community-style continuity that existed separately 
within that digital world. This digital format arose from my focus on creating a 
cohesive storyworld which embedded a range of digital storytelling resources.  
Setting Up Digital Stories 
The first stage of the development of this digital format was to review the Newlandia 
text-based scenario (Figure 3.4  and 3.5 above provided some of the background 
story) and translate it into a digital storytelling format. The development of an 
appropriate storytelling tool for both the relevance of the scenario and the assessment 
tasks, had three levels of complexity and interweaving: the context or environment 
brought to audiovisual life; the key stakeholder characters were given a voice and 
position; and the conflict points or breaking news provided catalysts for themes, 
issues or situations that students were writing about.  
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This process took elements, such as textual information presented in Figures 3.4 and 
3.5, and inserted these into an imaginative or creative fictional world. I was basing 
the development process on my accumulated experience in storytelling, where I saw 
the need to immerse learners in the story with a believable setting, plot and 
characters. I moved from a series of photos online, per the initial online Valley View 
resource, to a form of digital storytelling based on creating relationships within a 
storyworld comprising components of story that were suggestive of narratives. I 
wanted to encourage the learners to be active and motivated to search through the 
storyworld, so I included graphics and audiovisual material that enhanced that world. 
Prensky’s essay ‘Digital Natives Digital Immigrants’, published in 2001, posited a 
learner who was active and fast in using digital exploration, a graphics-oriented 
multitasker:  
Digital natives are used to receiving information really fast. They like to parallel 
process and multitask. They prefer their graphics before their text rather than the 
opposite. They prefer random access (like hypertext). They function best when 
networked. They thrive on instant gratification and frequent rewards. They prefer 
games to “serious” work. (Prensky 2001a, p.2) 
The claim made by Prensky (2001a, p.1) is that a digital native is immersed in digital 
literacy and technologies, as opposed to being digital immigrants grappling with their 
‘accent’ as part of an ‘outdated language’ of the pre-digital age. This was not 
necessarily my experience and has been critiqued by others: I will refine my 
positioning of the contemporary tertiary learner more in Chapter 7 Digital Leaps: 
Portals and Platforms. Nonetheless, I found Prensky’s (2001a) list of qualities useful, 
and it was also what initially attracted me to using Dede’s (2005a) neomillennial 
learning styles, which I believe are more accurately termed neomillennial literacies, 
and will also be considered in more detail in Chapter 7. My experience with students 
indicated an increased capacity to utilise a range of accessible resources, including 
digital ones. My interest was in how a form of digital literacy – for a learner of any 
age and digital exposure – could be both engendered and utilised through an easily 
accessible website environment. So, I took the suggested qualities of speed of entry, 
graphics, random access, parallel processes as design concepts, and encouraged 
exploration through an animated and game-like entry, rollovers of little island icons, 
multiple areas to explore with no hints of where to start and lots of hyperlinks. The 
emphasis in developing the Newlandia storyworld was not on the digital materials 
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per se, but on how they strengthened the digital environment as a believable context 
for learners to immerse themselves in. The storyworld was the focus of immersion: 
the aim was for learners to be motivated to enter Newlandia as an alternative (virtual) 
work and living space.  
At the time I was developing the digital Newlandia, Dede’s description (2005a) of 
immersion as participating in a comprehensive and realistic experience aligned with 
my planning of the story concept for Newlandia. I was situating the learning in a 
world where I built in Dede’s concept of ‘the transfer of knowledge learned in one 
situation to another, … leading to improved performance … in a real-world setting’ 
(Dede 2009, p.67). This transfer of knowledge was the purpose of my whole 
experiential learning approach using scenarios which would have relevance to the 
learners’ experiences. Part of his commentary on the importance of immersion was 
linked to the need for nonlinear and associational links in resources (Dede 2005a), 
and I incorporated this conceptually into the storyworld. At the time of digital 
Newlandia development, his discussion of a millennial’s education, shaped by 
‘learning based on seeking, sieving, and synthesising, rather than on assimilating a 
single “validated” source of knowledge’ (Dede 2005a, p.7), suggested that I focus on 
learning through immersion in the digital world, seeking, sieving and synthesising 
across a nonlinear environment.  
The motivation for moving into digital world environments came from my belief in a 
student-based learning approach, the combination of immersion and work or 
industry-related relevance as a motivator for learners, and the need to engage the 
tertiary learner within their environment of digital and social distraction. There were 
three major elements that emerged at this point, and that became central to all the 
digital storyworlds. These were the sense of a playful quality – almost like entering a 
game – to engage the imagination, the inclusion of real-world problems that arose 
from my experience in industry, and the use of active and collaborative learning 
strategies and processes. The story aspect required a range of potential narratives 
embedded in a resource-rich digital world that provided a continuum of story 
contexts available non-sequentially. This would encourage learners to make 
associational and nonlinear connections: to learn as they would when working in real 
life. One of the central strengths of this digital storyworld was to introduce characters 
with ongoing actions, concerns and issues within that setting. Learners could then 
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become imaginatively engaged through their own responses to the characters within 
the storyworld, and they could move closer to being participants within the digital 
story space.  
Synthesis of Story Contexts and Characters 
Learning based on ‘seeking, sieving and synthesising’ (Dede 2005a, p.7) led to many 
potential stories being seeded into the digital Newlandia scenario. Not all of these 
stories would be used at the one time, and they could appear within the context of the 
storyworld, as opposed to being presented as learning tasks. This became a more 
complex social environment, with text and hyperlinks, photos and graphic design 
framing the continuous story of a developing Pacific island nation. Figure 3.7 
displays the starting point of textual hyperlinked information for the South Region, 
including the link to the main regional city of Ralonga, which is represented by 
photos rather than descriptive text.  
 
 
Figure 3.7: South Region of Newlandia, including major regional city Ralonga 
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Reading through the text on the South Region, students could click on the links to the 
photos of Ralonga, and to various media outlets, such as the Mouth of the South 
student newspaper and the Radio South radio station where one of the key 
stakeholders worked part time. But it could have been just as interesting to explore 
the small southern fishing village settlements, or the Centralia Ranges, through the 
links provided. The student was encouraged to relax into exploring the links, rather 
than completing the specific tasks. This did cause tensions for students focused on 
completing tasks rather than experiencing the storyworld. They could not easily 
select only what was required to complete a task: they had to immerse themselves 
more thoroughly into the world before they could engage with its issues.  
There were several devices to introduce complexity into the relationships on 
Newlandia. An example was the page related to industry organisations, where it was 
possible to trace the stories of the organic coffee trade and the garment industry and 
its union (see Figure 3.8 below).  
 
Figure 3.8: Industry organisations in Newlandia 
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Looking more closely would reveal partnerships among these key Newlandians: the 
Union President, Lakshmi, is married to the CEO of the major business advocacy, 
Henry Abalone, and Juan Notte, manager of the organic coffee plantation, is the 
husband of Jacinta Greenwood, who leads the environmental advocacy group (for the 
bios of the two central characters, Jacinta and Henry, see Figure 3.11 below). This 
web-like patterning of the story arose from the flexibility of the digital linking of the 
brief biographies of each character, and their capacities to demonstrate a voice and 
position on Newlandia’s issues through other linkages, such as radio interviews and 
newspaper features. This was nonlinear character-building, utilising a simple digital 
framework to set up the full environment of interrelationships. 
In developing a series of characters there needed to be both this layering of 
interactions between the characters, and also ongoing potential conflicts of interest 
and personality. Bill Klempf owned the casino, the private airline and one of the 
newspapers, and had his fingers in many pies on the island, including the 
development of a new resort near the wetlands. Bill Klempf was ostensibly the 
villain, but he too was attempting to energise the future for Newlandia. Figure 3.9 
below provides a photo essay of his casino, antithetical to ecotourism developments, 
and his bio on the business association site, indicating his financial power. The 
students, within that digital storyworld, needed to synthesise the information given 
and make their own judgements on the role of Klempf.  
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Figure 3.9: Bill Klempf’s engagement in Newlandia   
Chapter 3 The Scenario – from Print to Digital 
 
   
66 
Part of Newlandia’s coherence was that there were complex issues to consider, a 
range of characters who had opinions on these issues and a geographical 
contextualising of both the characters and the issues. These issues were centred on 
the media site, which also demonstrated the style of three different newspapers, two 
TV studios and two radio stations.  Figure 3.10 below indicates the different 
audiences and styles for each of the three newspapers, as well as a front-page story 
that illustrates Bill Klempf’s influence.  
 
 
 
Figure 3.10: The media site listing of print media, sample front page story featuring Bill Klempf  
and the Foreign Minister Mr Gupta 
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The various media outlets’ sites provided samples of what style was expected, as 
well as a range of potential catalysts to inform media writing tasks. For example, 
there were articles in each of the three papers about the same protest at Makese 
wetlands. This protest was central to the television news item on Newlandia 
Broadcasting Corporation (NBC), which outlined the roles and viewpoints of Jacinta 
and Henry. The output from this was for students to develop a news item and 
interview profile around one of these characters. By the time they had explored the 
media, the bios and the interviews with them, students had conducted workplace-
oriented research within the digital storyworld and formed their own view of the 
motivations of the character. The aim then was for them to transfer this into 
assessment tasks, leaping from the digital storyworld experience into their tertiary 
learning requirements and developing relevant work-oriented skills.  
Positioning Characters in Digital Storyworlds 
Positioning students with characters who will model the issues and arguments 
resulted in greater complexity in how the learners immersed themselves in the tasks. 
Students in the two social advocacy groups – business development and environment 
– followed the catalyst situations through the media. They based their knowledge of 
the issues not only on seeking, sieving and synthesis, but also on the characters who 
provided the reverberating effects of decisions made. The two main characters 
became the protagonists the learners observed across a range of media, including the 
TV news item and radio interviews. Figure 3.11 provided the introduction to the 
characters’ personal details, while the TV news item showed them in public 
confrontational mode (see Figure 3.12).  
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Figure 3.11: Jacinta Greenwood and Henry Abalone, with extracts from their bios 
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Figure 3.12: NBC Breaking News: Arrest at the Makese wetlands is a TV story involving Jacinta and Henry (both 
illustrated above), Bill Klempf and Lakshmi Shankaran the wife of Henry  
The characters now had a range of associational stories within Newlandia, and their 
tone and style were more clearly connected to the issues for which they advocated. 
For more specific cause-related responses, there was the NBC Breaking News 
(Figure 3.12 above). For more personalised details, there were the interviews at the 
NRI radio station segment On the Couch. Figure 3.13, below, indicates where 
learners found both the radio interview and interview transcripts.  
 
Figure 3.13: Newlandia Radio International: accessing Breaking news and On the Couch  
Chapter 3 The Scenario – from Print to Digital 
 
   
70 
For the student, this was a research task across different media, summarising 
personalities and their motivations, synthesising them into the Newlandia context, 
which the learner had absorbed through immersion, sieving through the organisations 
and government, regional photographic explorations and media. Presented digitally, 
the research task also enabled both face-to-face and online students – in a global or 
internationalised context – to have equivalent experiences.  
Reflection on Digital Newlandia 
The print-based scenario was used in 2004–5, moving to the digital storyworld in 
2006. The unit was offered in both face-to-face and off campus (or online) mode 
from 2007. Some comments from student evaluations, related to an analysis of the 
best aspects of the unit, reported that the scenario enabled an imaginative approach 
combined with the practicality of ‘real’ tasks: ‘Was fantastic to learn (properly) how 
to produce realistic communication materials that are used outside of a university 
setting.  Very enjoyable and motivating subject’ (Deakin Student Evaluation of 
Teaching of Unit [SETU], Student A, 2008). Students gave feedback that they 
enjoyed the immersive experience: ‘I became so involved in it, that it was almost 
reality! It actually felt strange to cut ties’ (Deakin SETU, Student B, 2008). The 
immersion in Newlandia encouraged a much stronger engagement and participation 
in the community that developed. Students took on roles as members of the 
community, readily developing their own characters for the letters to the editor, for 
instance, and engaging in energetic discussion between those characters in the online 
forum, as well as in group discussions in the on-campus advocacy teams.  
The development of the learning environment aimed to engage learners and 
incorporate what they brought to that engagement in the way of experiences, as 
experiential learning which had clear connections for the learners. As Margaret 
Haughey (2003, para. 2) indicated, learning is about ‘making connections – both 
within our brain and among ideas – through experiences with others and with the 
help of learning materials’. Those connections were designed as associational and 
nonlinear, with an emphasis on simple versions of multiple media.  
The digital scenario of Newlandia was developed within a relatively simple website 
framework utilising Dreamweaver, and was not intended to be a fully interactive 
and immersive 3D world experience such as Second Life. Its value was that it was 
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simple to navigate, characters or situations could be changed, and it was accessible to 
many at any one time. It triggered imaginative responses by the creative immersion 
guided by the tutor-as-mentor through social communicative technology and their 
facilitation skills, encouraging a form of creative third dimension within participant 
imaginations. Learners needed to take leaps across the media and other sources to 
assemble their writing tasks, replicating the requirement for workplace writers to 
research and synthesise from a range of sources. 
The Newlandia digital storyworld has since been utilised as a resource for a Public 
Relations campaign unit, and the Pacific island model has initiated a digital scenario 
for a MOOC (Massive Online Open Course) on International Development. The 
strengths of Newlandia are threefold: there is immersion within a character-based 
digital world; associational approaches to finding the story encourage imaginative 
engagement; and the writing skills are contextualised through an experiential process 
within a believable digital world.   
The Story of Digital Bilby 
 
Figure 3.14: Screengrab of storylines and characters represented in Bilby 
Introduction 
Using the technical design and storytelling framework of Newlandia, Bilby was 
designed as an online learning environment for undergraduate first-year learners 
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university-wide, with a focus on improving capacity to write across a range of 
audiences and purposes, including essays, reports and persuasive writing portfolios, 
comprising media releases, news stories, letters to editor, analysis of short persuasive 
writing extracts. The country town of the print-based Bilby scenario seemed to be the 
best fit in terms of the layering combination of a realistic setting or environment, 
complex situations and engaging characters (see Figure 3.14, the point of entry to the 
town).  
The use of Bilby as a scenario for the persuasive writing portfolio assessment was 
incorporated into a unit called Writing for Professional Practice. The Bilby 
community, the small town with rapid growth and a Shire Council that didn’t consult 
enough, became the focus of research as students advocated as temporary members 
of one of three lobby groups – Bilby Landcare (BL), Bilby Business Association 
(BBA) and Bilby Historical Society (BHS). They acted as citizens in the town and 
wrote from that point of view, so their audience and purpose were clearly stipulated.  
Similarities to Digital Newlandia 
Bilby was created with multiple layered stories or hints at future narratives, possibly 
more diverse than the Pacific island of Newlandia. However, it was initially set up 
with one major issue or situation to ensure its complexity did not get overwhelming. 
The central point of dispute was that the town had grown too fast (9,000 to 19,000 
people in five years) and needed a new hospital. Bilby was growing because it was 
the location for a TV series called City Stresses Country Pleasures, and this was 
bringing in tourists and the additional population. The rapid growth was giving 
opportunities for business development and renewed energy, but it was also putting 
pressure on infrastructure. Figure 3.15 indicates through the Shire Council website (a 
major ‘hub’ of information) the range of opportunities and the scope of the Shire 
Council’s activities, and also a promotional photo slideshow indicating the 
importance of the TV series to Bilby. 
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Figure 3.15: Bilby Shire Council website, promotional TV show photo slideshow 
Other stories were seeded into the scenario, for example, ecotourism issues, wind 
farms and their location, a new leisure centre and health/wellbeing. These were 
suggested as future projects within the site of one of the organisations, the Bendalong 
Regional Tourism Authority. In a similar fashion to Newlandia, exploration of the 
various organisations provided the seeking and sieving process prior to synthesising 
into writing tasks. These organisations were on the signpost on first entering Bilby, 
not only to represent key stakeholders but also as a clarifying navigational scoping 
aid for learners (see Figure 3.14).  
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The characters and their motivations were also modelled on Newlandia, although 
there were three advocacy groups in a tighter-knit community. The three leaders of 
the advocacy groups were old school friends with backstories evidenced by their 
radio interviews (see Figure 3.17): one was a ‘greenie’ with his own native plant 
nursery (John Russell, BL), one was a butcher in town (Chops Lambert, BBA) and 
one had pursued a creative career in Sydney in art direction for films (Myfanwy 
Fallenby, BHS). This interrelationship went back to their childhoods in Bilby, which 
enabled role-plays with deeper characterisation using this material. The Chops 
Lambert character seemed to be the most popular and accessible, which assisted the 
students in the BBA to personalise and strengthen what would otherwise not be such 
a popular group stance. 
 
Figure 3.16: 3BBR interviews with key characters in Bilby  
By giving the three main characters this history and backstory, this also put them into 
an older somewhat homogenous demographic, which was a limiting factor in terms 
of learner engagement, even if it reflected Bilby’s community.  
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Extending Digital Bilby  
Although there were many replications from Newlandia, this Bilby development was 
an opportunity to refine the storytelling techniques. Because the placement of a 
hospital on a graveyard site next to a wetlands area was pivotal, locating the learners 
physically became important. Figure 3.17 indicates both the geographic setting and a 
street map of Bilby, so that learners could independently, within their lobby groups, 
work out alternative realistic strategies for the hospital site. The location maps 
suggested not only a broader series of issues, but also future storylines, such as the 
wind farms to the north of town and Mike Agostini’s vineyard/restaurant on the road 
to Melbourne. One comment from a student that the police station and CFA were 
missing from the street map (and town) indicated learners wished to immerse 
themselves in the town imaginatively but also with realistic detail. 
 
Figure 3.17: Setting Bilby’s geographic location 
Another replication had been the media outlets, personalised to Bilby but ‘borrowed’ 
from Newlandia as a model. Because Bilby was a country town rather than a Pacific 
nation, this was scaled to suit, so the newspapers, TV and radio stations of 
Newlandia became two national and three local/regional/rural newspapers, with a 
community radio station, as evidenced in Figure 3.18. 
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Figure 3.18: Extract of description and entry to Bilby media outlets 
The humour and tone or style of each media outlet replicated and extended the 
Newlandia model, with more examples of front page style, letters to the editor and 
features on issues, not just breaking news stories related to writing tasks. There was 
more integrated layering of storyline and context of the community of Bilby in 
realistic formats and content for rural and regional areas. For instance, the front-page 
story in the Bendalong Beacon related to the opening screen graphic showing a car 
crash, which illustrated the issue of the long ambulance trip to Bendalong where a 
new hospital in Bilby could be preferable.  
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Figure 3.19: Bendalong Beacon lead story 
The newspapers were more realistic in their two to three pages of content. This was 
intended to encourage summary and synthesis, with the newspapers no longer 
centred on the one social advocacy issue for all the content. There was social 
complexity, which required greater immersion in the town life. To enable more 
flexibility in adjusting or amending storylines, I removed the TV news and expanded 
the community radio options to include podcasting, as well as transcripts. The 
intention was to be more flexible and responsive in updating storyline resources. 
There were two areas with potential increased interactivity, where learner stories 
could have been brought into the virtual world: as a podcast in the 3BBR Ear 2 the 
Ground (refer Figure 3.20 below) and as a current media release on the Bilby Shire 
Council website (refer Figure 3.15 above).  
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Figure 3.20: 3BBR website, with podcast option for program Ear 2 the Ground 
This provision for interactivity was not only a response to Dede’s (2005a) emphasis 
on multimedia fluency and simulation-based virtual settings, but also to his advocacy 
for the co-design of experiences as part of his outline of neomillennial approaches. 
The neomillennial quality Dede refers to above of co-design of experiences has been 
one of the most difficult to implement as a digital interaction within Bilby. Because 
of time and resource constraints, I did not develop a process for building in learner 
responses as podcasts or media releases. The focus remained on immersion in 
characters and events as a form of imaginative interaction, and over several iterations 
this became the norm.  
The unit Writing for Professional Practice had a broader learner community than the 
Writing for Communication Media postgraduate unit. Although the emphasis was on 
generic academic and workplace-oriented writing skills – knowing audience and 
purpose and being flexible in adjusting to different forms and styles or genres of 
writing tasks – the learners themselves were generally first-year students hoping to 
improve their writing rather than seeing writing as a career choice. So, the 
experiential element of the Bilby scenario was matched to situations they could relate 
to as immersive experiences, with mixed success. The country town location did not 
always transfer or translate into students’ own experience base. Alternatively, they 
were more reluctant to play the game of entering into that rural or regional 
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experience. The single issue of graveyard as hospital location did not always sustain 
its energy across the four weeks of writing and discussion.  
Students worked within the Bilby scenario in the last few weeks of the unit, with 
weekly tasks allocated to incrementally learn the issues of this town. They were 
guided in their exploration of the site and Bilby community through simpler tasks 
toward more complex character interactions.  
Reflections on Digital Bilby 
The digital Bilby experience became more than a replication of Newlandia. The 
greater number of characters and their more developed backstories were an ongoing 
storyline travelling from childhood links through to present-day relationships that 
indicated there would be a future that was not a part of the scenario. The range of 
stories involving these characters (John, Chops and Myfanwy) suggested that Bilby 
itself was ongoing and continuous, and that the story the learners immersed 
themselves in did not have an ending.  
The temptation initially for myself as a scenario builder was to resolve the situation, 
to either announce at the end of the unit a new location for the hospital or graveyard, 
or to suggest even more community angst by building on the Shire Council-selected 
site. Students often asked what the ‘real’ answer was, whether their lobbying could 
result in specific outcomes, but part of the narrative style of Bilby was that there was 
no right answer or solution. The learners could have a brief role, but the town was 
going to live on past their influence because they weren’t remaining there. This was 
based on the realities of social advocacy and the challenge for learners to 
continuously ask further questions rather than settling for a finite solution. This 
ongoing continuous quality frustrated the students in the same way that dealing with 
ongoing issues in a workplace would. They could not resolve the situation, they had 
to deal with the current realities as they presented themselves and make decisions 
accordingly. Arriving at these decisions incorporated much community and lobby 
group interaction and potential drama. 
Although this was a limited physical and geographic region (localised rather than 
internationalised, as for Newlandia), there was more detailed mapping of that region 
to encourage immersion in the details leading to a sense of verisimilitude. Students 
could find out the names of the mountains surrounding this town in the valley, or on 
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which street they would find the Bilby Museum. This arose from my experience of 
an early version of the online game Sim City, which illustrated how a city could 
grow and prosper or decline, depending on the physical environment within which 
the players developed it. Bilby had a wetlands, endangered species, and a river where 
the silt meant that foundations for bigger buildings wouldn’t work. These physical 
characteristics expanded the options and the restrictions on those options in a 
realistic way.  
Because these students did not see an immediate relevance to their own experiences, 
it was more difficult to motivate them to imaginatively enter into the scenario, even 
though they were working each week with their own lobby group. They were first-
year students from four different faculties, and their expectations were related to 
completing a subject that would help them with academic writing as well as some 
generic writing skills. The persuasive writing portfolio was stretching their 
expectations, except for those students in writing-specific courses, such as public 
relations and the generic arts degree. The key characters were not from their 
demographic in age or interests, and the more urban students found the country town 
a little too restricted and therefore not as engaging. As an interesting footnote, 
students from campuses in Warrnambool and Geelong (regional cities of 
approximately 20,000 and 50,000) related very strongly to the country town and 
found very few issues with its realism. The context of a country town and region 
potentially limited some students’ capacities to relate these to their own life 
experiences, although that was part of the purpose of developing this setting. The 
microcosm of the country community contained most of the issues, situations and 
personalities that students would encounter in work communities, encouraging them 
to consider how the knowledge gained could be transferred.  
The role of social advocacy through a local community group was also problematic, 
as most students were in a relatively young age bracket and did not necessarily 
engage with social advocacy principles and practices in their own lives. The 
technique to engage them in this scenario was to emphasise the gaming and playful 
elements: the navigation, which was through exploratory entry points such as 
rollovers and signposts rather than text, and the characters, who were somewhat 
larger than life in personality. Students were encouraged to be creative in their 
responses, with briefings that encouraged the development of imaginative details for 
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media events, for example. The role-plays of interviews appealed to the creative arts 
students, the research into the issues appealed to nursing students, and the business 
students liked the gaming approach. The multiple storylines and leaps between them 
could be discussed within their advocacy groups, a communal sharing, which could 
extend students’ awareness of how other discipline areas might operate, to learn and 
make decisions.  
Feedback from a tutor who delivered both Newlandia and Bilby scenarios indicated 
that Newlandia was easier to teach with and was more engaging for students because 
it had a simplified list of characters, some of whom participants could create 
themselves, for instance writing letters to the editor as Newlandians. Newlandia was 
more episodic, with a task responding to events each week. It was also reactive and 
contained, even though the context was at an international level. There was 
exploration through the layered stories, but students did not get lost in detail as easily 
as was found in Bilby. Although Bilby had similar tasks, there was more incremental 
knowledge required, possibly starting from a lower base of understanding, skills and 
knowledge reflected in undergraduate and postgraduate learners. However, the 
pacing of the learning in the Bilby scenario was slower due to the complexity and 
layering of the structure. Students had more trouble distinguishing between the 
salient facts and observations and the mass of material in front of them. Part of this 
was because there was a single major social advocacy issue – history and 
environmental sustainability versus development via a hospital – bearing the weight 
of a range of story resources over areas such as education, promoting the town, 
exploring other developments after the TV show finished and the characters’ ageing. 
The hospital/graveyard conundrum was getting a little tired and was not sufficiently 
expansive to bring other stories into the town. I started considering multiple issues 
which could develop Bilby as a storyworld that was not anchored to the one story 
plot. Instead of choosing to simplify the storyworld, these reflections led me to 
consider playing further with its virtual reality to deepen the options and issues. 
One element of engagement that was underutilised was developing interactivity 
using student materials. The podcast options for Ear 2 the Ground and Shire Council 
media releases got lost in the range of tasks and content that students needed to cover 
in a restricted time. There was also not a lot of support from students for this form of 
interactivity. Feedback and observation suggested that students saw the world as an 
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entirety that did not need their engagement in building it further. Their engagement 
came from entering into it immersively through researching the characters and 
events.  
This unit and the Bilby scenario used a work-integrated learning approach, learning 
by completing activities and tasks that were relevant to future, and present, 
workplace situations. Because students were learning generic skills in written 
communication, interpersonal skills and communal sharing of knowledge across 
different discipline areas, at times they found it difficult to relate the material to 
individual career/course outcomes. The skills and knowledge required for social 
advocacy – writing to a stipulated audience for specific purpose, arguing for a 
position and researching interdisciplinary issues – were relevant to a higher 
education program. They were transferable across disciplines, but at times, this was a 
leap too far.  
Student responses did indicate support for this style of learning. Responses ranged 
from the enjoyment of arguing out the Bilby community issues with tutorial groups, 
the resources’/website’s ability to get students interested and wanting to learn, the 
variations in articles/writing styles and helpful notes incorporated in the Bilby 
website. The mix of groupwork and using the Bilby website energised the students, 
according to student feedback through Student Evaluation of Teaching of the Unit 
(SETU) and emails. It was perceived as a very supportive environment with the 
website being rich in resources and helping to make learning interesting.  
When Writing for Professional Writing became a core unit in the Bachelor of Arts 
(International Studies) in 2013 as part of a work-integrated learning approach to the 
degree, I revisited some of the above issues. I was searching for strategies that could 
develop further immersion for a quite specific cohort, while retaining the capacity to 
engage learners across the university. The unit was renamed Professional Writing for 
Work, to refocus the content and approach more clearly on workplace-based 
experiential learning. I framed assessment tasks as client briefings, with learners 
working for Kaleidoscope Consulting (more on this in Chapter 4) and travelling to 
Bilby for an internship midway through the unit.  NewBilby took shape as a more 
culturally and demographically diverse, socially complex, town.  
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…and the NewBilby Response 
From 2013, the Professional Writing for Work unit became a core for one degree and 
remained a recommended elective unit across the faculty and university as a first-
year introduction to university. Bilby, as a digital storyworld, was due for a story-
based facelift as it had become more time-based than Newlandia, was looking a little 
visually tired and was too focused on the one social advocacy issue. The first action 
was to expand into three story threads, rather than the graveyard/hospital catalyst, 
and to make these issues relevant to a diverse learner group. These situational stories 
focused on a Sudanese refugee resettlement program supported by the local 
manufacturer Material Designs, the global windfarm company TrustWind 
establishing a regional headquarters in Bilby and the need to replace economic 
dependence on tourism with a more sustainable creative microbusiness strategy. 
These themes are common to regional towns, and also have broader global 
significance. The learners were no longer trapped in a time warp of an ageing 
conservative farming community, but were invited into a dynamic environment 
facing challenging changes. NewBilby’s reworked scenario contextualised issues into 
close-grained detail: interviews with key stakeholders, media reports on community 
reactions and social advocacy organisations prepared to get involved. Parallel with 
that detail was the focus on why it mattered to get involved at a more macro level. 
This scenario presented issues of migration, sustainability and creative business 
development which had resonances with the atmosphere of constant technological, 
social and cultural change within which the learners are themselves situated.  
The settings incorporated most of the old Bilby visuals, some archives related to the 
hospital/graveyard issue, and more detail of the businesses and community 
organisations in the town. Other developments included moving the demographic of 
the key stakeholders to more diverse, and generally younger, characters with strong 
links to the community of Bilby but also with global or international backstories. 
There is a continuum with the older Bilby stories in archives on the site, but 
Myfanwy’s daughter Gwen now owns Material Designs, and Chops has passed over 
his business interests to his nephew Dan (see Figure 3.21).  
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Figure 3.21: From left to right: Barbara Kyle Kennedy Mayor of Bilby, Gwen Fallenby of Material Designs, Dan 
Lambert of Bilby Business Network, Sally Badawi of Bilby Community Cultural Council and Harry Lee of 
TrustWind 
There were more sources of information with two business organisations, TrustWind 
and Material Designs, leading the economic revival, and two community advocacy 
groups, Bilby Business Network and Bilby Community Cultural Council, supporting 
change in the town. This was actually a refinement rather than expansion, with each 
organisation having its own website and repository of weblinks and other resources, 
all easily maintained through using a WordPress site template. The site contained 
digital links to actual websites, and participants could move between the NewBilby 
world and real situations/issues as they required. The boundaries were more fluid, 
which supported the realism of the scenario. NewBilby was a more layered 
microcosm of a community responding to a constant state of change, which had the 
potential to be more transferable to the students’ experience. 
The virtual world technology did not change much. It was still a website-based 2D 
representation, with updated stories and groups reframed and reusing what was there 
or refreshing the appearance of each organisation. The central focus and hub of 
information was still the Bilby Shire Council website (see Figure 3.22), which now 
had an upbeat message from the new Mayor, Barbara Kyle Kennedy, a new resident 
and an ex-actor from the TV show City Stresses Country Pleasures. 
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Figure 3.22: Bilby Shire Council catalyst announcement 
This provided a realistic environment and catalyst around which the tasks were 
clearly devised. It was no longer a them-and-us fight of community groups against 
the council, but a broader view of how all these groups are interacting to manage 
change. The learners were positioned within a community with a breadth of issues 
requiring them to more intensively research, liaise with team members, make 
decisions and accept variant points of view. 
The signpost was extended to include the new groups, and the country town feel  
was upgraded visually to provide leitmotifs of NewBilby (see Figure 3.23 and 
compare to Figure 3.14). The growling grassfrog was retained but as a symbol,  
with the windfarm theme dominant. The welcome board had more information and 
the clutter of images was removed. The signpost indicated the key organisations  
and the media. The roles of all the organisations were clarified and made more 
professional in scope. 
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Figure 3.23: Entry to Bilby context and community groups, amended signs/navigation 
The media stories were rewritten with a reduction in the number of newspapers to 
The Times, a state-based newspaper, and the regional papers, the Bilby Tribunal and 
the Rural Times (see Figure 3.24). The format was closer to an internet news style, 
and this will be expanded further.  
 
Figure 3.24: The state-wide daily newspaper covering the NewBilby announcements 
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The radio station, 3BBR, archived its previous interviews, and set up interviews with 
key players Sally, Harry, Dan and Gwen (see Figure 3.21 above for details of their 
roles). As in any modern digital environment, the leading figures’ video statements 
are presented on their organisations’ websites, as are links to the 3BBR radio 
interviews. Figure 3.25 indicates both the created digital ‘offices’ and the websites 
(in WordPress and accessed through the computer icon in the ‘office’) where these 
links are lodged. 
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Figure 3.25: Bilby Community Cultural Council, Material Designs, TrustWind and Bilby Business Network 
environments and websites – introducing Sally, Gwen, Harry and Dan within their workplaces 
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These organisations modelled a range of purposes and styles, with differences 
immediately apparent. The differences were more than graphics-focused, as each 
organisation had a website with links providing further organisational backstory. 
They moved from the international professionalism of TrustWind and the colourful 
multiculturalism of Material Designs to the community groups involved in social 
justice and change, and their resources reflected their vision and goals, as well as the 
issues that were the focus of each.  
The major change was ostensibly a simple matter of terminology, reframing the 
whole unit as an internship, with briefings given in place of descriptions of the three 
assessment tasks. These were delivered as both a discussion between the CEO of 
Kaleidoscope Consulting (more about this virtual organisation will follow in Chapter 
4) and the unit coordinator as project manager (see Figure 3.26). This is actually a 
major movement from the Valley View scenario and site, which found the intrusion 
of the tutors into that site disruptive. The framing of the unit into a complete learning 
experience for the student ‘intern’ has blurred boundaries between the storyworld 
and its relevance to the student’s experience.  
 
Figure 3.26: Introducing the internship in Bilby, set up on the learning management system, CloudDeakin 
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The Bilby scenario was a four-week intensive internship residency in the town, 
helping the local groups across a range of tasks for different purposes. The student 
intern could be asked to develop a media release related to the Autumn Gold Festival 
and Multicultural Day briefing, write a speech for the CEO or write a backgrounder 
on the issues for one of the organisation’s websites (see Figure 3.27 below). This 
online advocacy portfolio could also be translated by the student into a real world 
digital portfolio demonstrating writing skills.  
 
Figure 3.27: Extract from backgrounder briefing for BCCC 
Each organisation’s website was set up as a WordPress site (easy to administer  
and maintain) so representative communications could be posted there as samples  
for each iteration of this scenario. The briefings for each task were kept in the intern 
files on the website and were adjusted as required. Flexibility was greatly increased 
across characters, organisations, student/intern interactivity and intern tasks,  
moving between the ‘learning world’ of the CloudDeakin site and the digital 
NewBilby position.  
NewBilby played with a relatively small gap between the real world and simulated 
world work tasks, and the fluidity that supported learners to take the associative leap. 
It was an opportunity to respond to the identified issues of Bilby and extend the 
framework to enhance the immersive environment. This immersion was more 
directly aligned to the broad range of experiences of the learner cohorts.  
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Conclusion  
My practice-led research approach to scenarios has enabled an evolution of the 
scenarios and role-plays of the original print material into what I have called digital 
storyworlds, Bilby and Newlandia. My journey through the digital representations of 
story as I developed Newlandia and Bilby was shaped by experiential learning 
principles, which I will interrogate further as an influence on my own educational 
philosophy, in Chapter 6 A Contemporary Experiential Educational Philosophy. 
Because I was interested in engaging learners within a digital world, I reviewed and 
applied some elements of the theoretical work on learner digital literacies by Prensky 
and Dede. I will take up their influences, and the limitations for my approach, in 
Chapter 7 Digital Leaps: Portals and Platforms.  
My initial impulse to enhance the print version led to trialling a supporting resource 
of a graphical interface – the Valley View version – which would add to the 
visualisation of some elements. This was static and peripheral as a resource, with 
most of the scenario still text-based and linear. In the early 2000s, developing an 
immersive scenario world, such as a live simulation, was available mostly as a fully 
integrated build, which then could not be changed or adapted without the cost of 
expensive resourcing. I was intrigued by the challenge of developing something 
more extensive, flexible and adaptable, over which I could have most of the control 
of concept, development and growth across different units. My first attempt at a 
digital entity or world, Newlandia, enabled me to enlarge my creative 
conceptualising of stories told through digital means, for a very specific purpose.  
The catalyst for the digital Newlandia was to find a way to engage both local and 
international learners into a scenario where there was great diversity in background 
and expectations. This was a form of globalising of the curriculum resources, and I 
have presented conference papers on this aspect, but the development was driven by 
extending the scenario format into a digital world which was inclusive and complex 
in its stories, not its technology. 
Bilby came from another direction and purpose, although I was able to transfer 
structures from Newlandia, which tested the adaptability of an immersive digital 
world development in a web 2D technological concept. My purpose with Bilby  
was to enlarge the participant base, beyond writers for media communications to  
Chapter 3 The Scenario – from Print to Digital 
 
   
92 
a first-year learner cohort across the university. This tested both the engagement 
capacity of the storytelling and the accessibility of the platform and technology.  
The immersion that resulted from Bilby (and also Newlandia) was much more 
comprehensive than the print-based scenarios. The students entered into the digital 
world through its humorous entry portal, suspended their disbelief – or sometimes 
actually believed in the existence of these places – and engaged with the characters 
and their issues; indeed, there were questions about where the island of Newlandia 
was, and how long did it take to get to Melbourne from Bilby. This provided a 
contextual basis for students’ research and writing tasks which they perceived was 
relevant to their own work-oriented skills development. 
NewBilby took this further, by framing the digital storyworld within the unit of study 
so that students were repositioned, via this engagement technique, as interns at a 
virtual organisation, called Kaleidoscope Consulting. This structuring of the story, 
interrelating links between digital worlds, refined my definition of digital 
storyworlds. This refinement becomes the basis of Chapter 4. 
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Introduction 
At the end of Chapter 3 I referred to Kaleidoscope Consulting, a digital organisation 
which was the ‘employer’ of students within the unit Professional Writing for Work, 
sending them off for a four-week internship in Bilby. This chapter explores how the 
portfolio illustrates the digital worlds’ developments across more than one subject 
area, discipline and purpose. Throughout this chapter of the portfolio I will be 
demonstrating how the digital worlds are moving towards a refined digital 
storyworld definition which is not synonymous with immersive virtual worlds such 
as Second Life. Bell’s (2008, p. 2) definition of a virtual world is as 
a ‘synchronous, persistent network of people, represented as avatars, facilitated by 
networked computers’, and this will be revisited in Chapter 5 in more detail. My 
version of digital storyworlds, illustrated in Chapter 3 by Bilby and Newlandia, is a 
form of simulated scenario-based environment accessed by multiple users, but in this 
chapter, I will explore how it also deviates from a virtual world definition through its 
emphasis on storytelling. 
My initial work from 2008 onwards, developing a broader organisational approach to 
a digital storyworld, was centred on Kaleidoscope Consulting (KC), a digital, 
flexibly structured consultancy ‘organisation’ that provided a relatively risk-free, 
work-oriented framework for potential interns to practise, research and develop job 
applications across communications areas. This arose from a print-based 
Professional Skills Program I developed for interns to acquire skills in applying for 
jobs, industry profiles development, problem solving, negotiation skills, planning 
and working with others. The job descriptions provided on the KC site were linked to 
editing, writing, event management, journalism, public relations and media careers. 
KC was a supportive digital world for postgraduate coursework interns who had 
limited experience of the Australian employment environment. KC was, in some 
ways, a replication of the virtual worlds from Chapter 3, moving from print-based 
training to an engaging virtual workplace. 
The second part of this chapter describes a working-in-teams scenario, embedded in 
two virtual world organisations, one of which was Kaleidoscope Consulting. This 
scenario targeted both work-integrating learning (WIL) purposes and generic 
interpersonal skills of working with others. It was developed as the outcome of a 
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university-based Strategic Teaching and Learning Grant (STALG) in 2010. The 
intention was that this scenario would be generically applicable to assessment of 
team and interpersonal graduate attribute skills across the four faculties of Health, 
Science and Technology, Arts and Education, and Business and Law. The result was 
a multi-purpose scenario using a digital story environment. The scenario was 
embedded in two virtual worlds, United Enterprises and Kaleidoscope Consulting. 
United Enterprises, part of a Professional Experience unit in Science and 
Technology, was refreshed in the process of developing this scenario but had already 
been developed by other personnel. It became part of the network of digital worlds 
within Deakinopolis but is not otherwise a part of this portfolio. Kaleidoscope 
Consulting became the logical digital world environment for my development of the 
scenario within communications and the creative arts. The working-in-teams 
scenario has since been used in a range of different courses, and forms part of my 
portfolio. It has been a very successful standalone digital story, as well as a part of 
Kaleidoscope Consulting.  
The third part of this chapter focuses on Deakinopolis, a single webpage portal or 
entry point that imaginatively links all the digital storyworlds so far discussed and 
explored into an interrelated virtual city portal. This concept was stimulated by the 
STALG scenario, as an additional outcome for the project.  The intent and purpose of 
Deakinopolis was to clarify and extend the digital storyworld navigations and 
interrelationships, with a potential capacity to explore employment and career 
options through the various organisations within that ‘city’ portal. 
Kaleidoscope Consulting: the WIL organisation 
Kaleidoscope Consulting was initially set up as a virtual organisation to support 
internships at both postgraduate and undergraduate levels in the discipline areas of 
Professional Writing, Journalism, Public Relations and Communications/Media. In a 
somewhat similar fashion to Newlandia and Bilby, the virtual organisation arose 
from a print-based initial program.  
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Professional Skills Program (PSP) 
The print-based Professional Skills Program (PSP) was developed in 2008 because 
of the new offering of an internship unit at postgraduate level, open to all students in 
the last trimester of their Media Communications, Journalism, Professional Writing 
and Public Relations coursework Master’s degrees. There were both local and 
international students who wished to obtain employment or establish a new career 
direction in that stream of study, but particularly wanted to consolidate their 
discipline knowledge in a workplace environment. As the person in charge of this 
internship unit, I wanted to ensure that there was an appropriate and equal standard 
of preparedness for students to take advantage of internship experiences and present 
themselves professionally in the workplace. Within the unit, students applied for an 
industry internship, negotiated their tasks and program with an organisation 
supervisor, then reported back to a panel of staff completing an assessment which 
was an evaluative report reflecting on the internship experience. Within the PSP I 
have changed the terminology from students to interns, as this was their role during 
the internship unit. The PSP was trialled as six face-to-face training sessions used as 
preparation for the internship experience, as well as providing workplace-oriented 
skills. These were voluntary, and the topics ranged from developing a response to a 
position description, through action plans to use for negotiating the internship, to 
working with others. There were six booklets written to support the PSP (see Figure 
4.1).  
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Figure 4.1: Introduction to the topics of the Professional Skills Program 
They were conceived as a training program rather than a unit of tertiary study, 
clearly differentiating between the skills and knowledge of the discipline-based study 
and the work-oriented focus of the internship. There were short ‘bites’ of 
information, along with activities to consolidate the understanding of the workplace 
concepts. At the end of each booklet, there was a workplace-readiness activity that 
was to be completed just prior to, or at, the commencement of the internship.  
The PSP also served as preparation for the assessments required in the internship 
unit: a pre-internship report that incorporated an industry profile and application for 
the internship position; the post-internship oral presentation to an industry panel; and 
the written reflective report on issues such as working with others and professional 
contexts. On completion of the PSP, interns received a faculty statement and 
certificate acknowledging their participation and achievement of the specific goals. 
This was useful for their personal portfolios, along with the report and presentation 
material from their internships. 
As an example of the interrelated nature of the PSP and the internship, the project 
planning element of the PSP training led to interns negotiating a series of goals with 
their workplace supervisors, and this clarified their progress through the internship 
(see Figure 4.2 for the content of Project Planning task).  
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Figure 4.2: Sample page of learning activity for project/action plan 
Although the international students in particular commented anecdotally that they 
found the PSP useful, face-to-face numbers decreased because of difficulties with 
student time commitments, and I decided to move the whole program to an online 
version to increase its flexibility. As the internship unit was increasing its numbers, 
this was also a good opportunity to set up clear expectations of how students would 
need to research and apply for internship possibilities in a professional manner.  
A virtual consulting organisation could list a range of position descriptions, as well 
as a website and online documents which could provide source materials to 
demonstrate how to research an organisation prior to applying for a position there. 
This was a similar experiential learning approach to the digital storyworlds discussed 
in Chapter 3. 
Kaleidoscope Consulting for Interns 
The briefing for Kaleidoscope Consulting (KC) was to provide an engaging entry to 
this world of work, in a similar fashion to Newlandia and Bilby/NewBilby. Once 
more, I partnered with Tony Neylan of the Deakin University Deakin Learning 
Futures division to conjure up a somewhat grungy back lane and back door sign  
(see Figure 4.3). The security guard, Ernie, hovered there to indicate this was a  
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more informal, less corporate organisation with potentially engaging characters  
and stories. The mood was to be established from the point of entry. 
 
Figure 4.3: Entry to Kaleidoscope Consulting, with Ernie Shawcross security guard 
Felicity, the receptionist, was another character whose role was to welcome the 
potential intern and explain how to research the organisation and apply for jobs (see 
Figure 4.4). The plan was for both these characters to help provide directions – and 
stories of who worked at KC – in an audio grab, although currently they are 
represented by text on the screen. 
 
Figure 4.4: Felicity, the receptionist for Kaleidoscope Consulting 
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The next step for the potential intern was to explore the intranet of KC via the 
computer in the foyer, and its staff bulletins and annual reports, left on the table (see 
Figure 4.5). These were intended to inform interns how to research information about 
the organisation. KC had a website that listed current vacancies, a brief introduction 
to the organisation and some statements about KC’s vision and projects (examples 
listed on left hand side of the screen grab of the website in Figure 4.5 below).  
 
 
 
Figure 4.5: Above: opposite lift with table, reports and computer; Below: website with position  
description current list  
 
The initial purpose of KC was to prepare potential interns for putting together a 
professional application, so I developed a range of KC-specific and industry-generic 
position descriptions across the range of discipline areas from the Master’s degree. 
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These position descriptions also provided selection criteria that would assist interns 
in developing key selection criteria responses and a curriculum vitae/resume (see 
Figure 4.6).  
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Figure 4.6: One internal KC and one external position description 
There was also information on how to apply for an internship at KC, as well as a 
sample action or project plan. This action plan formed a part of the toolkit for interns 
as they prepared for their actual internships, talked to potential supervisors and 
negotiated their tasks, listed potential issues and reflected on the whole internship 
experience. The completed action plan was integrated into the reflective report 
assessment task.   
Work-based Learning Framework, Work-integrated Learning & KC 
Kaleidoscope Consulting was based on a work-based learning framework and work-
integrated learning (WIL) principles, clearly focused on the skills required for the 
workplace. Work-integrated learning (WIL) is an ‘umbrella term for a range of 
approaches and strategies that integrate theory with the practice of work within a 
purposefully designed curriculum’ (Patrick et al. 2009, p. iv). These WIL principles 
have strong links to graduate attributes and the need for providing experiences that 
will enhance the employability of graduates. Work-based learning is a central 
practice for internships and the experiential learning approach for the workplace as 
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developed within this portfolio, and KC particularly. Trigwell and Reid (1998) 
defined work-based learning as: 
a range of educational practices which involves students learning in authentic work 
settings. The curriculum is significantly influenced by issues and challenges which 
emerge from the exigencies of work rather than predetermined academic content 
driven requirements. (p. 142) 
Both work-based frameworks and work-integrated learning principles provided an 
opportunity for me to explore how to replicate authentic work settings within the  
KC scenario. 
KC was initially developed for internships because this scenario provided clear 
linkages between the simulation – the digital work world environment set up to 
explore resources – and the real world of work for which interns were preparing. 
Learners’ (Interns’) motivation to enter the digital story was strong, due to 
assessment requirements and individual intern negotiation of the internship 
parameters. The KC digital storyworld built up a virtual consultancy which paralleled 
the authentic work experience the interns were seeking, and was therefore strongly 
aligned to WIL principles. The reporting assessment process for the internship, with 
interns skilled up through KC’s simulated organisational environment before they 
took on the workplace environment, gave interns the occasion to reflect. This 
reflective process led them to identify their skills development and the importance of 
having tools to negotiate, work with others, develop interpersonal skills and so on. 
The KC environment was positioned in the virtual/real interface between the skills 
development practice and the application of those skills, within the context of their 
disciplinary knowledge.  
Evaluations by interns at the conclusion of the internship, in both the panel 
presentations and the reflective report, indicated that they found the process of taking 
risk within a controlled environment particularly useful. In a paper written with 
colleague Robin Freeman in 2010, we explored the value of the internship 
experience and reflection as interns seeing themselves differently within the wider 
world. The confidence instilled by this change in perception allows them to take risks 
with their future work situation, allowing them, for instance, the ability to move 
freely between the organisation and freelance work (Freeman & Le Rossignol 2010). 
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The basis of this KC environment emphasised the individual agency of the 
participants, where learners constructed their own meaning, and developed 
confidence in their skills, independent of tutor feedback. They were building on their 
experience within that digital world. As they searched for their real-world internship, 
our postgraduate student-interns perceived the relevance of KC’s stories of operating 
procedures and reporting processes: position descriptions, project plans, notes on 
negotiation skills and reporting templates. The student-interns used the digital site 
where they needed to, and they found this controlled environment a reflective space 
in which to transfer the learning into practical outcomes. Their reflections were more 
mature and developed, they were able to perceive their shortcomings and analyse 
what they had achieved in their final presentations. Part of this was the result of an 
internship which was made meaningful by using the tools of the digital world – the 
project plan, the notes on working with others or conflict resolution – but there was 
also a greater sense of preparedness for entering the world of work because of 
increased confidence in their preparations. Even with situations that were not 
necessarily positive, student-interns used the tools from KC to evaluate what went 
wrong and could be improved. The nature of internships within a university context, 
and the entire area of WIL, are areas of scholarly study separate to this thesis. 
However, the combination of WIL and internships in KC provided a variant 
definition of the digital storyworld evolved from Bilby and Newlandia. Kaleidoscope 
Consulting was conceptually interrelated with internship experiences, a parallel 
digital organisation which mirrored that work world. The gap to leap between the 
two was narrower for the interns than it was in the previous storyworlds discussed in 
Chapter 3. 
There was a playfulness within the KC world, but it was not as overt as in the earlier 
storyworlds. Part of the conceptualising of this world required that it be taken 
seriously, that there was a professionalism to model from KC. The character-driven 
playful approach of Newlandia and Bilby was not developed quite so 
idiosyncratically in KC. Although there was a CEO and other staff, they were part of 
the research for interns, rather than dominant characters. The intent was to develop 
both the security guard, Ernie, and receptionist, Felicity, as the key repositories of 
KC gossip and as experts on the politics of the office. This was linked to 
conceptualising KC as a six-storey virtual building with specialist consultancies at 
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each level, so that guides would be needed. Interestingly, the guides were replaced 
by text on screen, as KC had the organisational story design adaptability to expand 
into the areas where it was needed – for example, the working-in-teams scenario, or 
the studio hubs described below – without the engagement with character that had 
been so strong in the earlier storyworlds. There was still playfulness: the annual 
reports for KC had links to clients from Bilby and Newlandia, the entry to this 
professional organisation was from a grungy alley, and Ernie and Felicity were 
somewhat cheeky. KC needed to reflect a professional approach, even if creative and 
slightly alternative in style, across a range of discipline areas – hence the 
organisation as a consultancy servicing different clients. The flow between the KC 
environment and the real world needs of the learner were as fast and as seamless as 
possible. The interns were participants in both worlds, and the story of KC allowed 
for this movement between real and virtual, validating their applications of the 
virtual organisation learning through the frameworks of the authentic work 
experience. This became the personalised story for each intern, centred on 
themselves as central character. 
Experiential learning is, as Kolb (1984, p. 41) has stated, ‘the process whereby 
knowledge is created through the transformation of experience’. The experiential 
learning model of Kolb (1984) combines concrete experience with reflection, 
conceptualisation and active experimentation, in a constant cycle which synthesises 
experience, reflection and theory. Each iteration of this learning cycle increases 
knowledge and practice through deeper understanding. My storyworld for the 
interns, in similar iterations as the Kolb model, provided an experience in a 
simulated consultancy that encouraged transformation of that experience into a 
knowledge of how to operate in organisations. I built the internship program on 
Kolb’s (1984) model, a cycle which synthesises reflections on experience enriched 
by theory. KC was a part of the model, where interns could constantly revisit and 
continue the cycle – it was open access and non-sequential, a timeless representation 
of a consultancy organisation. I was looking for an experimental space for the interns 
to gain confidence in their own personal stories, where they could transfer this 
confidence to the workplace organisations, or their own future consultancies.  
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Expanding the KC story  
Compounding the complexity of potential stories has become a trademark of my 
digital world development. KC had been conceptualised as a six-level building with 
consultancies at each level, and I wanted to extend the scenario stories across other 
areas of workplace skills development, particularly the ‘soft’ skills of working with 
others, dealing with conflict and negotiation. KC could become a complete digital 
storyworld based on building skills for tertiary learners to adapt to the social and 
cultural changes implicit in the work environment they faced.  
When I was designing KC, I was particularly interested in Gee’s (2002) discussion  
of ‘portfolio people’ as entrepreneurs and innovators in considering learning for the 
future. This implied the need to develop the individual to become a skilled 
communicator, business person and creator within the one person, able to  
bundle and demonstrate these skills to show adaptability to change. At the same 
time, I was responsible for developing a Master’s coursework program in Creative 
Enterprise, which featured, as a final research project, individual creative artists 
developing their business plans to move into creative practice. I took the above 
internship experience – of keeping the gap between the real and the virtual  
quite narrow – and developed the sixth level studio hubs (discussed furher with 
Figure 4.8 below). 
To move from one level to another in the virtual (or digital) building, there was an 
elevator. This graphic and navigational device maintained the sense of entering a 
building and travelling ‘up’ (see Figure 4.7).  
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Figure 4.7: Elevator at above: Level 2 Communications and Events, and at below: Level 6 Studios 
The different levels in KC that were part of the original concept included 
consultancies in Communications, Events, Research and Development, Film and TV 
Production, and so on. They reflected the various areas of the School of 
Communication and Creative Arts, and would provide outward growing scenario 
spaces for anyone who wished to use them. If there was a careers focus required, 
each consultancy unit could provide position descriptions or internship/volunteer 
positions relevant to the discipline area. Although this has not yet been taken up, I 
built a demonstration on Level 6, of a series of studio spaces for all the graduates in 
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the Master’s program of Creative Enterprise. They were outward-facing, externally 
visible online environments that enabled the graduates to view each other’s websites 
and stay networked (see Figure 4.8). This was also a form of showcasing of the 
outcomes of the degree. What this story of studio networking lacked, however, was a 
discussion forum or blog, which were in the plans but not completed. The Master of 
Creative Enterprise course has been superseded by a Master of Creative Arts, and 
these studio hubs may yet gain another iteration or extension. Developing the 
potential of this digital world communications and network space to link to the actual 
work of the freelancers would extend the representation of future creative 
entrepreneurs or innovators as portfolio people.   
 
Figure 4.8: The studios on Level 6 continue past this screengrab towards the right 
I wanted KC to represent the complexity of the real world, with multiple 
representations of reality. I interpreted multiple representations of reality as 
variations in the experiences of reality – the events experienced – reflected by 
different characters or participants. Part of the concept of KC was to set up office 
crises and conflicts in short scenarios that would then encourage learners to perceive 
the learning environment as comprising real world interpersonal situations with a 
range of viewpoints. This was ambitious, and my energies were directed elsewhere 
when I had the opportunity to develop one model of these short scenarios, a working-
in-teams digital story. This partnered well with my interest in extending the digital 
storyworld definition into using story to comprehend differing points of view 
through close attention to interpersonal skills. 
The story so far for the digital storyworld of KC was one of a close relationship to 
real world, recognisable consultancy organisations. There was less dependency on 
the character-oriented stories of Bilby and Newlandia, and more focus on interns 
transferring the experiences of this KC world rapidly into their workplace needs.  
To be able to transfer the experience, the learners needed to engage both 
intellectually and emotionally with the KC world, to believe its relevance and 
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usefulness. According to Silberman (2007), experiential learning incorporates direct 
involvement at those emotional and intellectual levels, using projects or work-based 
activities that are very similar to, or that replicate, workplace experiences. This 
transformative experience potentially requires immersive and imaginative 
simulations and situations to bring the learning closer to the day-to-day workplace 
experiences, particularly in aspects such as interpersonal skills and communications 
(Silberman 2007). One of the most problematic areas of interpersonal skills and 
communications, identified over my years of work experience as a freelance writer 
and as a tutor, was working with others, and that became the next scenario to develop 
into a digital story. 
Working-in-teams Scenario 
The working-in-teams digital scenario arose as a collaborative project supported by 
Strategic Teaching and Learning Grant (STALG) funding within Deakin University. 
This project had two aims. The first was to link pockets of innovation from different 
faculties to share knowledge, build capacities and be available across the university. 
The second aim was to utilise shared expertise to jointly develop a prototype 
interactive scenario to build and assess workplace team skills through trials in all 
four faculties of the university.  
The project was supported as a strategic teaching and learning project by the 
university, not just because it was developing an online response to student needs in 
preparing for the workplace, but because it was a university-wide initiative, 
potentially bringing together silos of innovative resource development. Each of the 
four faculties engaged in the testing of the virtual scenario – Arts and Education, 
Science and Technology, Business and Law, and Health, Medicine, Nursing and 
Behavioural Science – had its own agenda in terms of WIL or professional 
development requirements linked to graduate attributes. Others engaged in the 
project included the Division of Student Life, which also runs short skills sessions to 
prepare students for the workplace.  
There were two virtual business entities already available. Kaleidoscope Consulting 
had been designed, as indicated above, as a multilevel digital consultancy business 
with the capacity to expand, depending on the needs of WIL projects such as 
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internships and creative incubators or studios. The second business entity United 
Enterprises (in the Faculty of Science and Technology), was part of a Professional 
Experience program. Because of my experience with the Professional Skills 
Program (PSP) for interns, I suggested redeveloping the working-in-teams activity 
(see Figure 4.9 below, introduction to the task in PSP). I could see the opportunity to 
interlink these two digital storyworlds meaningfully through innovative approaches 
to working with others, and to explore further the transformative experience of 
digital story as I had conceived it. 
 
Figure 4.9: The PSP introduction to working in teams 
These two entities, KC and United Enterprises, became the digital repositories of the 
various faculty ‘meeting rooms’, the point of access for the working-in-teams 
scenario. There were four positions advertised to join a relatively generic work team, 
one for each faculty to trial. Each position – marketing, IT, communications, health 
admin – was provided with a full position description, applications and curriculum 
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vitae for ten applicants. United Enterprises provided two meeting rooms, one for the 
marketing position and one for the IT position targeted to Science and Technology 
students (see Figure 4.10). Entry to the foyer enabled navigation into each meeting 
room, and United Enterprises could be accessed through the same grungy alley that 
led to KC. Details of the scenario job description and person specification could be 
accessed via the computer on the reception desk. 
 
Figure 4.10: Reworked United Enterprise business entity with two meeting rooms, representing marketing and IT 
divisions in the business 
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KC had an infrastructure of six levels, with an elevator as navigational device. For 
the communications position, all that was needed was a meeting room behind 
Felicity near the entrance (see Figure 4.11). Entry to KC through the alley enabled 
access to the meeting room and details of the job description and person specification 
were available on the computer near the elevator (see Figure 4.5). 
 
Figure 4.11: Meeting room for KC behind receptionist 
Using its elevator, KC was also the digital repository for the Allied Health Nursing 
Agency on Level 5, to ensure Health, Medicine, Nursing and Behavioural Science 
had a virtual world ‘office’ from which to run the scenario (see Figure 4.12, which 
shows both the position of the meeting room and the access to the scenario details 
via the office computer on the right). Navigation to the meeting room was via the 
alley to KC and the elevator to Level 5. This was pitched to students as a consultancy 
agency housed in KC. 
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Figure 4.12: Above: view from elevator of Level 5, Allied Health and Casey Physiotherapy, plus meeting room for 
the online working-in-teams scenario; Below: Allied Health Nursing Agency ‘office’, including computer for 
navigation into the scenario  
 
Working-in-teams assessment is a notoriously difficult area to integrate into online 
study and to assess efficiently and effectively. It is also a required skill of the full 
range of industry businesses represented by this trial, for example nursing and IT, 
communications and marketing.  
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Developing a Generic Teams Scenario 
The working-in-teams assessment project had four phases: concept development, 
production and allied assessment tool, piloting and evaluation of the tool/scenario.  
I took a lead role, as joint project manager, in all phases of the development, 
production, testing and evaluation, with assistance from the joint project manager in 
IT who provided the United Enterprises site and assisted in negotiating trial 
participants and reviewing the process. I worked with the Deakin University Deakin 
Learning Futures division to complete the graphical interface and final videos of the 
team interviews. The Reference Group, charged with overview of the project and 
providing networks for the pilot and trial, had representation from all four faculties, 
as well as from Higher Education Research Group, Institute of Teaching and 
Learning, Division of Student Life and Knowledge Media Division. This was a 
collaborative and representative group, highly influential in not only encouraging the 
working-in-teams scenario but in moving towards a university-wide model. The 
developed product was trialled with small groups of students as a virtual team from 
each faculty, and evaluated.  
The concept of a prototype interactive scenario to build and assess workplace team 
skills was developed as a two-step process: the research/preparation of individual 
students getting to know the ten candidates, and then the virtual team meeting and 
decision on a shortlist for interview. The students initially reviewed ten candidates 
for a given position description. They were provided with a position description (the 
external advertisement) and person specification (internal) broadly relevant to their 
discipline area (communications, nursing, IT, marketing). The students individually 
prepared by reading the applications – including a letter of application, brief 
curriculum vitae and key selection criteria response – and viewing the videos of 
candidate interviews and group tasks, conducted by a personnel agency.  There was 
also a brief one-minute video of each candidate differentiating themselves with a 
short personal speech.  
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Figure 4.13: Researching the ten candidates with their CVs and video interviews 
 
At this stage, the individual students compiled a list of their preferred shortlist 
candidates, including brief notes on generic attributes of communication, motivation 
and capacity to work with others. The second step was to conduct a virtual team 
meeting with students put into random teams of up to five members. They were told 
they were to produce a workteam report, with shortlisting of five candidates in 
priority order, to be interviewed for the position description given. They were given 
approximately thirty minutes to conduct the meeting and compile the group report. 
The report included a team-agreed rationale for the selection and ordering in priority 
from first to fifth choice. All team members had to agree on the priority order of the 
five on the shortlist. There was a template for this report (see Figure 4.14). 
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TEMPLATE: Workteam report 
BUSINESS UNIT: (names) ___________________________________________ 
DATE: 
Priority 1-5 
only in 
order 1 as 
most 
preferred  
Names (in 
alphabetical order) 
Reasons for selection and rank 
(Only give reasons for your five priority 
candidates) 
NOTE: You MUST reach agreement on the 
priority and reasons!  
  Yvette Adams Motivation: 
Teamwork: 
Communication: 
  Susan Blake Motivation: 
Teamwork: 
Communication: 
  Jeff Braunstein  Motivation: 
Teamwork: 
Communication: 
  Mario Giorgetti Motivation: 
Teamwork: 
Communication: 
  Damien Haddock Motivation: 
Teamwork: 
Communication: 
  Stephanie Levy  Motivation: 
Teamwork: 
Communication: 
  Lakshmi Sharma Motivation: 
Teamwork: 
Communication: 
  Craig Starkey Motivation: 
Teamwork: 
Communication: 
  Brent Vladovski Motivation: 
Teamwork: 
Communication: 
  Carol Wittington Motivation: 
Teamwork: 
Communication: 
Figure 4.14: Team report template 
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The students were also asked to individually reflect on the process of working with 
that virtual team immediately after the process. They were provided with a template 
for this also (see Figure 4.15). 
 
TEMPLATE: Individual reflection  
Include reflections (250 words max) on the following elements from your group 
‘workteam meeting’.  
Problem solving and decision-making 
How did your team manage to solve problems?  
How effectively did you make decisions? Any suggestions for changes? 
Teamwork 
What were the strengths and weaknesses? You may find the chart below useful. 
Strengths Weaknesses 
☐           Clear idea of task. 
☐           Able to talk to all members of team. 
☐           Able to make decisions in the team. 
☐           Clear focus of team on outcome. 
☐           Good leadership of team. 
☐           Equal participation by all members. 
☐           Decision made quickly. 
☐           Highly interactive. 
☐           Consideration of all views/listening to 
all views. 
☐         Confused about task. 
☐         Not able to make decisions. 
☐         Not everyone contributing. 
☐         Lack of leadership. 
☐         Team not working together. 
☐         Not everyone happy with final decision. 
☐         Lengthy process/time consuming. 
☐         Conflict between team members.  
  
Communication 
What were the communications strengths and weaknesses? 
What barriers to communication were there? 
Summary 
What did you learn from the scenario process?  
Figure 4.15: Individual reflection on workteam process template 
 
The same videos were used across all positions, with the backstory of the 
applications targeted to the individual positions in communications, health admin, IT 
and marketing. Since the trial, this scenario has been adjusted to a new discipline 
area by simply changing the ten candidates’ applications relevant to the new position 
description that had been drawn up; these are all in word document files and can be 
readily replaced. Because the videos and the report focus on motivation, teamwork 
and communication for the candidates, the videos remain relevant to any 
investigation of key interpersonal skills of people working with each other. The 
characters remain the same, the setting and plot are adjusted via the position 
descriptions. 
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Reflecting on the Teams Scenario Pilot 
The trial indicated that the learning for the students had been twofold: there was 
reflection on the process of working in teams and methods used to reach decisions; 
and there has also been the applied learning from viewing the ten candidates and  
the material they presented for applying for a job. However, one of the strongest 
findings was the engagement in the digital world by the students across the faculties. 
The students came from different levels of study and discipline skills. The Business 
and Law students were from a Master of Business Administration and were clearly 
task-oriented and self-starting. The Science and Technology students were from an 
Honours group; they were self-directed and found the navigation easy. The Health 
students were from an undergraduate nursing degree, with a mix of international and 
local students. They required step-by-step guidance, were methodical and detailed. 
The Arts and Education participants were postgraduate student-interns, who enjoyed 
deep reflection but missed or rushed instructions at times. Although they differed in 
their ease of navigation, they ‘bought in’ to the concept of a business world. This 
was to a large degree because of the focus in development on a digital story framing 
that met their workplace-oriented expectations.  
Developing the working-in-teams scenario required considerations of extending 
imaginative engagement in a partial or single event storyline. This was structured as 
the experience of becoming temporary members of a virtual team, imaginatively 
resolving a constructed situation. This was taking the concept of the interns within 
the KC story as personally involved ‘characters’ in their story, and extending it into  
a role-play that totally depended on learners’ own personal responses to the situation. 
One of the major comments of participants of the trials was that they found it very 
useful for their own interviews and applications for jobs. They transformed the 
scenario situation to suit their own experiences. There have been comments not only 
on the formatting of applications, but also on body language and non-verbal 
communications used by the candidates. ‘I won’t be wearing an outfit like that to  
an interview’, or ‘it tells a lot when someone crosses his arms’ are indicative of staff 
anecdotal observations of reflections on this task.  
The scenario was also about working with others to write a group report, whether  
it was as a virtual team or within a classroom, as it can also be delivered. There was 
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more subtle learning in negotiation and problem-solving, as the team worked to 
agree on five candidates in priority order by the end of the thirty-minute meeting. 
The meeting replicated the pressure of workplace decision-making and the 
experience of negotiating different styles of individual team members. The learners 
were not in a social grouping but were operating as a workplace-oriented team.   
It was this element of the transfer from the face-to-face training of the Professional 
Skills Program to the virtual team scenario that confirmed the capacity of these 
diverse students to move between the real and the virtual if they were provided with 
a smooth navigational access. The navigation applied first of all to the technology, 
and there were issues with the virtual meeting technologies that led to students 
moving across to Facebook pages and other similar strategies with which they were 
more comfortable. However, the navigational access for tasks related to these digital 
storyworlds is also an access to, and movement within, an imaginative digital 
business entity. The students welcomed the construction of a business entity with 
which they could identify, as the relevance was emphasised and their motivation  
to complete the assessment tool was increased.  
Reflections on Implementing the Scenario 
I have implemented this scenario and its assessment tool in postgraduate internship 
preparation, as originally intended, and also in the first year Professional Writing for 
Work unit utilising NewBilby from Chapter 3. This scenario sits within the unit 
between the first ‘employee’ task of a research report on a not-for-profit social 
advocacy organisation, commissioned by KC, and the trip to NewBilby for the last 
four weeks (see Figure 4.16 for the introduction to the task).   
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Figure 4.16: Evaluative Report on Teams Briefing  
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As a digital storyworld, the scenario was self-contained, and was completed within 
the week, but it also had reverberations and relevancies across workplace situations 
and the larger picture of KC. From observations of both online and face-to-face 
interactions, the students had issues with organising their decision-making processes, 
trying to do the task quickly – finding a way to agree on all five selections – and 
making sure everyone has done their research – arriving at the meeting with a 
considered list of five possible candidates. The process of their own style of working 
with others was revealed as they completed the task and reflected on it, and was also 
evident as they thrashed out agreement on – usually – the last three candidates! They 
had enough experience of workplaces to know that they were reflecting situations 
which are real. This form of contained digital storyworld extended the fluidity 
between real and virtual, as students argued for their preferred candidates or – more 
often – argued against candidates they really didn’t want. They became invested in 
their candidate choices, and as they argued, they learned more about their own 
motivations, communications and capacity to work with others. They were engaging 
both intellectually and emotionally.  
Students were placed on the opposite side of the interview process, and they were 
able to identify with, and transfer information from, the behaviours of the candidates. 
This double or mirrored learning process interwove the personal experiences of the 
individual students with the stories of the virtual position and team. The change of 
perspective was fluid, indicating the movement between virtual and real was almost 
seamless. There was no one candidate who was perfect for any of the jobs, although 
each of them would bring their own skills and backstories to the position. There was 
also no single way to win this game, or to navigate the stories. 
Since its trial in 2010, the scenario has been in regular use with tertiary students, and 
has been demonstrated to a range of audiences, including presentations at 
conferences and secondary level careers teachers’ meetings. The digital scenario has 
motivated audiences to make selections as soon as they are introduced to the process, 
inviting judgements on what they consider the key qualities demonstrated, 
challenging those judgements in finding the collective final five. There are obvious 
career skills possibilities in exploring interview skills embedded in the narrative, and 
this has been commented upon at various presentation forums. But the purpose of the 
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scenario originally was to assess student capacities to work with others. The 
scenario’s flexibility and portability across different disciplines provides a 
deceptively simple assessment tool valuable at any level of study. The task becomes 
an experience, and the gap between the real and virtual is decreased accordingly.  
It is a flexible story that requires few changes in environment and plot, whose ten 
supporting-cast candidates are the same across different faculties and virtual entities, 
and in which the students themselves become characters providing the tension and 
the drama. 
The Deakinopolis Portal 
Although the meeting rooms were embedded in the two business entities, those 
businesses still existed in somewhat of a vacuum. Developing interrelationships 
between the digital worlds of KC and United Enterprises was possible because they 
now had shared entry through the grungy alley way. But where exactly was the alley 
way, other than a website address? The grungy alley needed a cityscape. 
To maintain the storyworld concept, I proposed developing a virtual city portal, 
which was titled Deakinopolis (see Figure 4.17). This was the final overarching 
framework or scaffolding for all of the digital worlds in this portfolio, and was  
a single page or screen containing visual cues for navigation, such as whited out 
buildings, rollovers and graphic devices in context – the signpost to Bilby,  
for example.  
 
Figure 4.17: Deakinopolis with KC/United Enterprises navigational rollover indicated 
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Deakinopolis was not within the scope of the original STALG project but became 
integral to the design as it provided cohesion for the digital worldview. The design 
principles for the project were based on the development of a believable and 
networked storyworld. The two virtual business entities, United Enterprises and 
Kaleidoscope Consulting, now stood next to each other, separated by a somewhat 
grungy lane but with the option in future to face on to a central square where 
provision was built in to develop virtual cafés, banks and retail shops. There was a 
playful games quality in Figure 4.17’s view of Deakinopolis, with the graphics 
suggesting three-dimensional play and white buildings representing active sites ready 
for rollover and discovery. This playfulness was a part of the potential extension 
possibilities of Deakinopolis as a region. Within the one screen there is provision for 
a golf club and wetlands, schools and playing fields, fine homes by the beach and a 
ship waiting to sail to Newlandia. It is an imaginatively cohesive cityscape. 
Deakinopolis has become the entry portal to professional experience, work-
integrated learning, internships and authentic workplace situations, as represented by 
the working-in-teams role-play. Entering through this portal also allows learners to 
immediately find and move between the digital storyworlds of social advocacy, 
media communications and management of changing cultural and social contexts.  
The digital storytelling implicit in the Deakinopolis portal, which is itself fragmented 
and a reaction against the linear, is central to challenging learners to form and shape 
their own perspectival realities. Deakinopolis is the map of the digital storyworlds. 
Developing the Story of/through the Portal  
Although it seemed a very simple concept, the construction of Deakinopolis was the 
culmination of my concept of a storyworld. Rejecting ideas of linear navigational 
devices such as a cascading list of units with hyperlinks to their specific ‘worlds’,  
I wanted Deakinopolis to be a conceptual city space to explore. There was no single 
linear narrative, no specific reality within this story. There were multiple entry a 
nd exit points to and within the various digital stories, with no particular sequence.  
The city was continuous; it was not dependent on the participation of learners:  
it continued on, whether they were in it or not. 
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Deakinopolis was also not static. As students entered each digital storyworld –  
Bilby, Newlandia, Kaleidoscope Consulting – the intent was that they experienced  
a movement from their own real world into the storyworld they were entering.  
They were engaging with the characters, the plot and setting through exploring 
multiple perspectives on the issues, and then comprehending differing points  
of view by themselves, adjusting their approach for different audiences and  
purposes. When the characters became fixed – in the working-in-teams scenario – 
the judgements of the students regarding candidates’ key skills and qualities  
were challenged. The story strategies of the digital storyworlds helped  
students to problem-solve in ways that cut across expected ways of thinking, 
considering other points of view in coming to decisions. The more they were 
encouraged by the devices of storytelling to engage or immerse themselves, the 
greater their potential to ‘endow experience with meaning’ (Bruner 1986, p.12).  
The purpose of the digital storyworlds was to support learners as they constructed 
their learning from the experience, to encourage symbolic thinking and  
problem-solving skills. The story components of the digital storyworlds are where 
the work is done in transforming the learning experience into meaning. The 
components make imaginative leaps possible and learners can make meaning 
through the narrative relevance, transforming the story’s experience into their  
own learning experience.  
One interesting element of creating these fictional worlds is that there is a flow 
between the fictionalised characters, environments and plots and the factual  
basis of the virtual worlds and their learnings. The scenarios follow the  
freedoms of association described by Ozick (1998) of the personal essayist: 
No one is freer than the essayist – free to leap out in any direction, to hop from 
thought to thought, to begin with the finish and finish with the middle, or to eschew 
beginning and end and keep only a middle. The marvel of it is that out of this apparent 
causelessness, out of this scattering of idiosyncratic seeing and telling, a coherent 
world is made. (pp. xv-xxi) 
The purpose of Deakinopolis is to embed that coherent world, developed from the 
role-plays and scenarios described in Chapters 3 and 4, within imaginative spaces.   
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Strategic Adaptability of the Portal 
The Deakinopolis ‘city’ has been designed with a capacity for exponential growth, 
depending on development resources required, and has already been taken up as a 
WIL tool. The Deakinopolis portal and working-in-teams scenario were adopted by 
two different faculties and discipline areas as preparation for interview role-play 
assessments. 
Another strategy, which arose from the STALG project, was the possibility of 
linking the participants at Kaleidoscope Consulting communications internships with 
the professional experience students in IT, completing projects based on the United 
Enterprises virtual intranet. The concept was to develop virtual cross-disciplinary 
teams that demonstrated the difficulties and benefits in working collaboratively with 
different discipline areas. Because of the Deakinopolis portal, it would be relatively 
simple to set up storylines that take these collaborative teams across the worlds of 
United Enterprises and Kaleidoscope Consulting through simulations of client 
briefings and projects.  
The fluid movement between the real and the virtual – in fact the small gap the 
students leap between these two worlds – is generated by the ease of access and 
believability of the digital portal. Once students are in Deakinopolis, they have more 
autonomy to explore the ‘city’, all the portal links and interrelationships of which are 
in the public domain, rather than on a university server. The visual design of the 
portal provides the layers to expand the concept. These include small townhouses 
near the city square as part of an inner-city business district and urban residential 
area, a series of luxury homes along the bay, a golf course, wetlands, schools and 
childcare centres, a training hospital and nursing home, a cultural precinct with 
museum/art gallery/theatre complex, and a conference centre. 
Deakinopolis is a portal with an extended shelf life. There are current resource 
developments proposed for NewBilby to incorporate second-year field trips in an 
urban geography major in the Bachelor of Arts. As the storylines grow, the portal is 
able to incorporate them and direct access to the relevant contextual scenario.  
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Conclusion to Portfolio  
The capacity to summarise and synthesise was the learning purpose for the initial 
development of Bilby and Newlandia. Learners needed to open up to creative 
exploration of a range of options and situations, to refine their own writing by 
reviewing the facts and opinions that were essential and persuasive in their social 
advocacy roles. Kaleidoscope Consulting within the city of Deakinopolis was a 
research tool providing a framework for decision-making processes, moving more 
fluidly between the real and virtual. Deakinopolis as a portal both complicated the 
storylines and expanded the complexity of the options. Virtual learning through this 
portal may be best linked to both emergent stories – driven by the learners 
themselves – and to complex options that suggest a form of real-life decision-
making. The emergent stories are continuous because they are dependent on the 
imaginative life given to them by learners in the unfolding scenarios, and they are 
open-ended because they are different with each iteration.  
The first aspect arising from this portfolio of digital world developments is the focus 
on immersion. I have linked this to story and narrative, the development of plot, 
setting, character and catalysts embedded in the virtual worlds. These are a writer’s 
storytelling techniques, and the digital storyworlds are centred on the layers they 
provide. The entrance to the virtual world may focus on the setting and the context  
or environment. The situations provide a journey or onward dynamic in the 
storytelling. Characters provide the engagement in more than situation, personalising 
the connection with social issues. Finally, the themes, issues or situations provide 
relevant transferable outcomes, for example managing change or exploring different 
perspectives and viewpoints. The digital storyworlds have the capacity to synthesise 
perspectives and viewpoints and to suspend temporality and sequencing for an 
immersive experience.  
A second research theme relates to the focus of the digital worlds on role-plays and 
scenarios, and the extension of these into a work-oriented context. There is a fluidity 
of movement possible between a digital storyworld and its relevance to the learner’s 
experience of work-based skills. This interplay between the storyworld and extension 
of the learner’s experience into managing their own social and cultural disruptions 
becomes central to Kaleidoscope Consulting and Deakinopolis. 
Chapter 4 Digital Storyworlds 
 
   
128 
These research areas will inform the portfolio outputs to be integrated into the 
dissertation through Chapter 5 Mapping the Terrain and with specific focus for each 
of Chapters 6 through 8, culminating in summarising the findings and possible areas 
of application in Chapter 9.  
DISSERTATION 
 
Chapter 5  
Mapping the Terrain 
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Introduction  
This chapter provides a bridge between the portfolio’s practice-led research process 
and outcomes and the dissertation’s close investigation of the research questions 
interlinked with that portfolio. The dissertation will conceptualise, throughout 
Chapters 5 to 9, the problems identified and contextualised in Chapter 1 and 2,  
and researched through practice in the portfolio in Chapters 3 and 4. Chapter 5 
incorporates the narrativising of the portfolio’s emergent outcomes with the 
identification of the responses to the key interlocking research questions: 
• To what extent has current experiential learning pedagogy applied  
Deweyan educational philosophy to contemporary tertiary learners? 
• What is it about the nature of digital storyworlds that may enable  
transformative experiential learning for tertiary learners? 
The emergent outcomes from the portfolio are in the three key areas of experiential 
learning, digital worlds for tertiary learners and narrative as story. This chapter will 
concentrate on both experience as learning in digital environments, and the nature  
of story, to engage with and interrogate the interrelated research questions above. 
There are also four vignettes within the chapter, which link my personal experience 
to the shaping of the portfolio, working as a form of contrapuntal interplay with  
the research questions. 
The first theme relates to scenarios and role-plays and their immersive capacities  
as experiential learning. The discussion of experiential learning relates to and 
concentrates on Dewey’s later work Education and Experience (1938), to establish 
the linkages between my impulse to use role-plays and scenarios, and my own 
observations and experience. Consideration of the positioning of experiential 
learning within my practice will lead to a clearer understanding of my own form of 
pragmatic educational philosophy, born out of my preferred learning contexts, and 
applying my extensive experiences and observations of other teachers and learners.  
I will put these findings into a more detailed contemporary context and narrative 
discourse in Chapter 6 A Contemporary Experiential Educational Philosophy.  
The second element emerging from the portfolio is the use of digital worlds as the 
structure, or portal and platform, to immerse learners. Part of the discussion in this 
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chapter will be to establish digital portals and platforms as they are presented 
through Bilby, Newlandia and Kaleidoscope Consulting as imaginative story spaces. 
The portals as described relate to the learners’ entry into the digital world to activate 
the world through narratives as story. The platforms are the digital spaces or places 
where elements of story sit, in a form of stasis awaiting that activation. The platforms 
contain the settings, characters, dialogues and situations without any given 
sequencing or temporality. They exist as repositories of story.  
This chapter also explores the engagement of the contemporary tertiary learner 
through the influences of digital literacy. This includes a review of Prensky’s (2012) 
approach to digital natives within his context of digital wisdom and Dede’s (2005a) 
view of millennials adapting neomillennial learning approaches to their digital 
literacies. The issue of developing a portal and platform appropriate to the 
contemporary tertiary learner, and the applications arising from a close study of  
the portfolio findings and digital literacies, will be part of a wider  
contemporary contextual analysis in Chapter 7 Digital Leaps: Portals and Platforms.   
The digital entry portal of Deakinopolis and the worlds integrated into that 
environment as storyworlds encourage a storytelling where there is no specific 
ending or conclusion. These storyworlds reflect the capacity of plot, character  
and environment to develop learners’ narrative capacities in exploring differing 
perspectives and points of view within workplace-oriented contexts. Thus, the  
third key area to emerge from the portfolio is the focus on engagement in learning  
by encouraging imaginative and transformative engagement in the digital 
storyworlds. Bruner’s (1996) meaning-making of narrative and examination  
of digital storyworlds that set up a fictional-factual imagined reality to explore  
social and cultural applications to learning, are central to Chapter 8 Transformative 
Experience through Digital Storyworlds.   
Scenarios and Role-Plays  
Because scenarios and role-plays are such a strong element of my development  
of the virtual worlds, I have started this chapter at the point of reflecting on these  
as experiential ways to learn.  
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The scenario and role-play are based in forms of storytelling as learning. This 
approach enables learners to take on characters within specific environments,  
taking risks which explore the interplay of the imagined situation and the real world. 
When looking carefully at ‘soft skills’ development – the oral and written 
communications, interpersonal skills, working with teams to negotiate – the digital 
world scenarios of the portfolio encourage movement, from a ‘right’ response  
to opening up possibilities, and taking responsibility for learning, through 
experiencing which possibilities may work best.  
Vignette 5.1: The never-ending political scenario  
When I consider how to define or replicate a depth of learning that is retained 
beyond the exercise or assessment, I can recollect several scenarios which have 
achieved this depth of experiential learning. There was one, in the early 2000s, 
where I observed a university student working with a political United Nations 
scenario, exploring globalised power and how member states could influence 
decisions made. Working in pairs, each group researched one allocated political 
figure/country and throughout six weeks they attempted to influence potential 
decisions about their allocated country with regular posts to a centralised 
discussion board.  
The stories of Australia and New Zealand were almost immediately sidelined, while 
the pair in the role of Madeline Albright totally dominated the discussion board. 
The tutor provided a midpoint catalyst of change with a crisis in the Indian Ocean., 
and from this point all the ‘countries’ worked feverishly on narratives to maintain 
their country’s positioning on the world political stage, rather than to solve the 
crisis. The pair I was observing (Afghanistan) offered the fugitive Osama bin Laden 
as a bargaining chip to Russia. Australia scrabbled to become influential in trade 
partnerships with India. Many pairs turned to China. The scenario was open-ended 
and continuous, fiction within-the-moment based on the factual countries and 
characters, and with no win/loss result. The tutor ended it while debate still raged, 
because the learning was related to interpreting the power interactions as a mirror 
reflection of the continuing and fluid UN relationships.  
This was an experiential learning experience beyond the fiction of the characters 
and situations. It required participants to let go of certainties, to adapt to decision-
making from other perspectives in a fluid environment. This lack of centralised 
validation of a ‘right’ answer from the scenario storytelling technique, challenges 
the learner/participant to reflect on their own uncertain positioning within the 
present continuous of their social context.  
Scenarios as Experiential Learning 
My experience in scenarios as evidenced by Chapter 3 and 4, has shaped my 
movement into digital storyworlds. These portfolio scenario experiences have 
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realistic settings and situations. As Pappas (2014) indicates, the essence of scenario-
based learning is its realism. Pappas (2014) describes scenarios in his industry-based 
environment as being characterised by realism, learner-centric tasks, applied learning 
strategies and interactivity. Scenario-based learning works through approximating  
a real-life or situational experience, which will involve an emotional engagement  
or response. That response is strongly indicated by interactivity, where learners are 
immersed in both the tasks they are completing and the context or scenario for those 
tasks. Learners can be more motivated by the realistic settings and situations as they 
get engaged and perceive relevance for their own life experience. The contextual 
setting and its information, says Pappas (2014), can be recalled not just in the 
learners’ working memory, but also in their long-term memory. The ‘never-ending’ 
story of Vignette 5.1 has the potential to stay in long-term memory in at least part 
because of its parallels to the context of a real-world situation. 
Both extrinsic and intrinsic motivation may come from engaging in learning which 
enables applying new skills. Kövi and Spiro (2013) talk of both the extrinsic 
motivation related to the need to comply with training skills development courses, 
for example, and, more importantly, the intrinsic motivation to want to improve 
individual skills, master a task and prove individual worth.  The intrinsic motivation, 
according to Kövi and Spiro (2013), is centred on developing and challenging  
the problem-solving skills of the learner. Csikszentmihalyi and Nakamura’s (2002) 
flow theory indicates the need to keep the learner’s skills and challenges in a 
balance, or ‘flow channel’, to borrow Csikszentmihalyi and Nakamura’s (2002)  
term, where the learner is fully immersed in the activity. When a learner is  
immersed in that flow channel, they will be intrinsically motivated to solve  
the problem. Kövi and Spiro (2013) indicate that the reality of the situations  
created within that flow channel, where skills and challenges are in balance,  
provides an emotional response and identification with the context or situation.  
In using tools such as videos or photos to tell a story, that story becomes ‘more 
realistic and familiar and the learner will remember its content better’  
(Kövi & Spiro 2013, para. 12). 
There is experiential learning in using scenarios to challenge learners through  
the uncertainty of possibilities rather than certainties. There is also the concept  
of ‘disruptive innovation’ (Yuan & Powell 2013, p. 4) and its relationship  
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to problem solving and applied learning. In Chapter 1, I introduced ‘disruptive 
innovation’ as part of the debate of new technologies and strategic development  
of online learning, but here, I see the storyworld itself in this disruptive role. 
Anderson and Krathwohl (2001), in reviewing Bloom’s taxonomy of educational 
objectives, talk of six levels of learning objectives, moving from remembering what 
is learned through to the highest level of creating with what is learned. That is the 
ambition of the digital storyworld model: moving through lower levels of learning  
to concentrate on applying the learning to create solutions or new outcomes.  
The Trivantis blog (2013) considered the same element of challenge in  
building scenario-based e-learning courses:  
One of the main goals of using scenarios is to not just push information out to your 
audience, but make them work for it! Think of it as learning to ride a bike with no 
training wheels. This will not only test their problem-solving skills but also increase 
learner engagement. (para. 4)  
Role-plays  
Role-playing is the process of acting out a character or person to take on another 
perspective. Learners are not necessarily able to memorise answers to role plays,  
as the digital or other scenario world they are role-playing within is quite complex, 
without simple answers. The digital storyworld portfolio’s value is in this 
complexity, echoing or mirroring real life situations. The Science Education Centre 
at Carleton College (Carleton College Science Education Resource Centre, ‘Why 
Use Role-Playing’ screen) talks of role-play exercises as seeming more like play than 
work. The emphasis in role-plays is to solve problems or resolve conflicts which are 
similar to real life pressures, at a more individual or small group level. This element 
of play enables a slight distancing from the reality of actual problems and can 
encourage more consideration of possibilities. The balance between the problems 
and their relationship to real life provide strong motivators, but within an arena of 
play or risk-minimisation. The purpose of role-playing activities is to change the 
learners’ perspectives, to persuade learners to alter their mental perceptions and  
to see material in a new light.  
Role-playing is focused on specific real-world skills, such as self-awareness, 
problem-solving, initiative and teamwork, and communication. To understand 
themselves, learners also need to understand the perspectives of people around them. 
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They will more readily absorb and retain the knowledge they built or constructed 
themselves. Complexity (first mentioned in Chapter 1 as a part of the social context 
of digital worlds and contemporary society) is integral to role-playing within 
education to explore complex social situations (Blatner 2009). Blatner (2009, para.6) 
emphasises that ‘thinking at any level of complexity requires an exercise of three 
interdependent component categories of skills: problem-solving; communications; 
and self-awareness’. He supports Piaget’s accommodative approach to learning 
where it ‘tends to be the kind of learning that is almost impossible to fully forget’ 
(Blatner 2009, para. 3).  
Both role-plays and scenarios provide the basis of play for the portfolio’s digital 
worlds, and this theme will be explored further in both Chapters 7 and 8.  
However, role-plays and scenarios also provide a framework for my experiential 
learning approach, developed and focused by the works and writings of the 
pragmatic educational philosopher and theorist John Dewey, and the narrative  
modes of thought expressed by the educational cognitive psychologist  
Jerome Bruner.  
Review of Relevant Educational Theorists 
This section of the chapter will focus on two major educational theorists, Dewey and 
Bruner, whose focus on experiential learning and narrative were highly influential  
in the portfolio work. The portfolio reflects on experiential learning as the 
importance of constructing meaning from real experience, with Dewey’s key  
terms of continuity and interaction providing the reflective lens for this chapter. 
Bruner’s discussion of the basis of a narrative mode of thought was central to  
the developing pedagogy of the portfolio.  
Vignette 5.2: Learning styles & work-based experiential learning 
My experience of learning styles and how to apply them requires 
acknowledgement of the different perspectives from which learners absorb and 
process knowledge and how these best relate to work-based learning experiences 
when considering different ways of learning and knowing. My daughter, at seven 
years old, could not ‘see’ my visualisation strategy of seawaters, gurgling waves 
and boats drifting on the horizon to get her to sleep. Her experience of absorbing 
knowledge was spatial not visual or aural, and this confirmed for me how 
differently people ‘see’, or perceive, their learning experience. 
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I took this experience into my management of a creative writing program in 
Technical and Further Education (TAFE). To attempt to focus a somewhat dispersed 
group of writer-tutors on perspectives of adult learners, I asked them to trial the 
Honey and Mumford Learning Styles questionnaire (Honey & Mumford 1992). This 
questionnaire elaborated the four learning approaches of activist (dive into the 
activity), pragmatist (obtain the rules for the activity), reflector (have time to think 
about the activity and its results) and realist (question the hypothesis of and 
through the activity), and described strengths and issues for learning within each 
mode. In the way of these surveys, there was some resistance to labels, and also 
surprise at how some tutors were capable of moving between the learning modes 
(the novelist was comfortable operating across all four!). My most thorough 
application of these findings with students was the integration of the Honey and 
Mumford (1992) survey into a work-oriented postgraduate unit centred on 
developing a creative showcase event, ‘Exposure’. To form their small 
organisational teams, I used both this survey and Belbin’s (1981/2004) 
management tools for teams to explore their widely variant approaches to how 
they operated. 
The reflections of their final team presentations (after the heady excitement of the 
events) moved beyond the given template to a deeper analysis of working with 
others, reflecting their own learning about themselves. The learning styles reviews 
helped to set up ways of thinking about the experiences, then reflecting on the 
meanings that came from a Brunerian narrative mode of thought.  
The focus in the following section is on each of Dewey’s and Bruner’s individual 
stances on experiential learning, narrative and meaning-making, which are directly 
applicable to the portfolio. Their positioning and interrogation within contemporary 
educational theory contexts will be covered in more detail in Chapters 6 and 8  
of the dissertation.  
Experiential Learning and Dewey 
This section explores the nature of experiential learning in relation to the portfolio 
and considers its relevance to contemporary pedagogy. Dewey’s approach puts the 
focus on a cycle of experiential learning, where there is the capacity to ask a question 
of the learning environment or content influenced by the learner’s experience, to 
investigate, create some responses or reactions then discuss and reflect. Dewey’s 
experiential learning focus has been reflected in the work of David Kolb (1984)  
in the experiential learning cycle (see Chapter 6 Figure 6.1 Kolb’s experiential 
learning cycle) and the application of problem-based learning (for example,  
Barrows 1996) as an experiential approach. The portfolio has illustrated what I 
believe is a working definition of John Dewey’s (1938, p. 28) theory of experience, 
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more particularly, experiential learning as ‘a development within, by, and for 
experience’. Because this portfolio has arisen from my teaching experience as much 
as from the pedagogy that has informed it, there is an experiential approach 
embedded in it. I developed the role-plays and scenarios as a way to reflect the 
experiences that learners would require in the communications workplace, drawn 
from my own knowledge of that workplace and of effective learning processes. 
Although there is a great breadth within Dewey’s writings, my focus here has been 
concentrated on his view of an education centred comprehensively on experience,  
a cycle which continues to develop growth of knowledge. I will take this further and 
examine Dewey within a contemporary experiential learning context in Chapter 6  
A Contemporary Experiential Educational Philosophy. 
The debate on progressive versus traditional educational approaches emanating from 
the time of Dewey takes somewhat dichotomised (as he calls them ‘Either-Or’) 
positions. In his later work Experience and Education, Dewey (1938, p. 17) argues 
that the progressive/traditional educational stances are not ‘extreme opposites’.   
He believes in learning as ‘acquisition of what already is incorporated in books  
and in the heads of the elders’ (1938, p. 19).  However, Dewey’s permanent frame  
of reference is ‘the organic connection between education and personal experience’ 
(1938, p. 25).  As Waks (2015, p. 10) summarises it, ‘[y]oung people are already  
live creatures; they bring their habits—their readiness to act—into settings 
containing subject matters, which for Dewey were things to be acted upon’.  
This organic connection is central to engaging learners in the digital storyworld 
 – no matter what their previous experiences of learning, the portfolio’s aim is to 
develop strong linkages between the surroundings or setting, the situation and their 
own life experiences, and to encourage them to act. Dewey believes (1938, p. 38) 
‘every experience is a moving force’ which can help the learner’s growth into a 
greater maturity and insight. There are miseducative situations, but he urges 
educators to ‘utilize [sic] the surroundings, physical and social, that exist so as to 
extract from them all that they have to contribute to building up experiences  
that are worth while’ (1938, p. 40). In the case of the portfolio, the surroundings  
are physical, social and digital and the learners are invited to enter into the 
storyworlds as parallel to their own experiences, organic in an experiential  
learning sense. 
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What makes these experiences worthwhile is their educational value. For Dewey 
(1938, p. 46) there is ‘no such thing as educational value in the abstract’: providing 
educational value is to satisfy the criteria of interaction and continuity within those 
settings and subject matters. Waks (2015) describes these criteria:  
…for the experience to be interactive, the individual young people must engage, must 
find in the setting materials that call on their habits, that call them into action, that 
enable them to project ends and pursue them. For the experience to provide continuity, 
it must build upon their already formed powers and capacities and provide present 
opportunities for continuous, future growth as they pursue challenging ends over 
time…. (p. 11) 
There will be a further consideration of Dewey’s concepts of interaction and 
continuity and their effect on learning in Chapter 6, but the important point to note 
here is that Dewey combines these criteria actively into giving significance and value 
of experience. They are ‘the longitudinal and lateral aspects of experience’ (Dewey 
1938, p. 44). The interaction Dewey refers to is about both objective and internal 
experiences. The interplay between the internal experience of the learner – what is 
felt emotionally and subjectively – and objective external conditions such as the 
classroom or resources results in a situation of learning (1938, p. 42). Within 
different situations, continuity carries over some elements from one to the next.  
What has been learned in one situation ‘becomes an instrument of understanding  
and dealing effectively with the situations which follow’ (1938, p. 44). This 
continuity in situation means that ‘every experience should do something to prepare 
a person for later experiences of a deeper and more expansive quality’(1938, p. 47), 
which Dewey believes to be the complete meaning of growth and the  
reconstruction of experience.   
Dewey talks of an educative movement – traditional or progressive – as being 
reactive in forming its principles, ‘instead of by a comprehensive, constructive 
survey of actual needs, problems, and possibilities’ (Dewey, 1938, p. 6).  
My interest in Dewey’s approach to learner needs, problems and how to solve them, 
suggests interesting experiential learning through working on possibilities.  
By encouraging possibilities, growth in learning may become broader, and 
experiences more outward-looking.  Higgins (2010, p. 303) states that Dewey  
shares with Gadamar ‘a conception of human experience as running in circles, both 
vicious and productive. Experience may spiral outward in breadth or become 
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routinized [sic] and pinched’. Constructing the portfolio storyworlds around 
possibilities entails encouraging an outward spiral through methods of uncertainty 
and disruption. Like Dewey, I am also confident  ‘of the potentialities of education 
when it is treated as intelligently directed development of the possibilities inherent  
in ordinary experience’ (1938, p. 89). This is experience brought to the situation by 
the learner, and the experiential possibilities are encouraged by open-ended access  
to the storyworld and imaginative engagement with story. 
The idea of using continuity and interaction to experience and identify actual needs, 
problems and possibilities is where I feel grounded in experiential learning in my 
portfolio. However, I am fully aware the digital storyworlds sit within a university 
context and tertiary learner expectations, both of which constantly have tensions  
with centring experience within higher education. I will reposition experiential 
learning’s relationship to higher education further in Chapter 7 Digital Leaps: Portals 
and Platforms, as I tease out the context of higher education policies and practices. 
Bruner and Narrative Mode of Thought  
Utilising narrative as a mode of thought in the portfolio leads to the central purpose 
of considering other points of view and stories. The subtleties of narrative extend  
a capacity to think about life. ‘We learn an enormous amount not only about the  
world but about ourselves by discourse with others’ (Bruner 1996, p. 93).  
Bruner (1986, p. 11) posits two modes of thought, the paradigmatic and the  
narrative, ‘each providing distinctive ways of ordering experience, of constructing 
reality’. To illustrate these, he describes a good story and well-formed argument  
as ‘different natural kinds’ (1986, p. 11). My focus here is on the narrative mode  
of thought, which Bruner considers as two landscapes. One is of action where  
there are agents, intentions and situations; the other is of consciousness, where  
those involved either know, think and feel or do not do so (Bruner 1986, p. 14).  
Story is the basis of the portfolio, and learners make stories which incorporate 
engaging ongoing drama and believable histories of the past of the storyworlds.  
This storymaking is aligned with Bruner’s (1986, p. 11) narrative mode of thought  
as the ordering of experience or constructing of a reality through the human intention 
and action and their consequences, both of the characters within the storyworld and 
the learners in the story making. Bruner (1986, p. 19) talks of fabula as the ‘basic 
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story stuff’, a story which involves both action and the subjectivity of the 
protagonists. This is the dual landscape view mentioned above: a narrative mode 
which acknowledges the actions and consciousnesses of protagonists, the characters 
within my storyworld. Because of the social advocacy or communications that are 
the plots for the story, the learner may enter into the life and mind of those 
characters, developing potential for empathy, both with the characters’ motivations 
and with the social purposes of the communications. The plot, Bruner’s sjuzet, is 
‘how and in what order the reader becomes aware of what happened’ (1986, p. 19). 
The same story can be told in different sequences, which leads to ‘transformations  
of some kind that permit a common base structure of story to be handled in different 
meaning-preserving sequences’ (1986, p. 19). The process of becoming aware is the 
entry into the storyworld as a learner to synthesise the near-real life presented into  
a form of narrative which makes meaning. 
In the portfolio, the storyworlds themselves are constructs or platforms which 
contain the setting, the characters and their dialogues as a basis for the story that 
learners will engage with to help them ‘construct a reality’ (Bruner 1986, p. 11).  
I have separated the components of digital story from the creation of narrative  
story to more clearly delineate the narrative process of ordering experience for 
learners. Bruner discusses character, setting and action as inseparable within 
narrative thought: ‘It is only with difficulty that we can conceive of each of them  
in isolation’ (1986, p.39). By the isolation of the elements of character and  
setting within the digital storyworld, the learner can perceive the value  
of the plot, or sjuzet, as activating the ‘story stuff’ or fabula of characters’ actions 
and subjectivity. The individualised sequencing of the learner can lead to those 
transformations of meaning that arise with exploring differing perspectives  
and empathies.   
Bruner’s (1986, p. 13) sense of narratives is of having capacity to ‘locate the 
experience in time and place’. I have separated this process also, so that the 
storyworld sits outside of time and chronology; the story place is movable  
– being partly the digital worlds, and partly the experience that the learners  
bring to enlarge that world’s possibilities. ‘Acquired knowledge is most useful  
to a learner, moreover, when it is “discovered” through the learner’s own  
cognitive efforts’ (Bruner 1996, p. xii). By taking their own agency in the story, 
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learners may understand the value of an experiential narrative process in developing 
transformative differing perspectives.  
Bruner takes agency further than taking action, viewing it as ‘taking more control of 
your own mental activity’ (1996, p.87). He positions agency with reflection, 
collaboration and culture as an investigation of the human condition, an outcome of 
narrative modes of thought in human studies. ‘To achieve such toughmindedness in 
the human studies demands somewhat different skills, different sensibility, and more 
courage, for consideration of the human condition arouses contrary passions’ (Bruner 
1996, p. 87). My pedagogical interest is in how learning through possibilities may 
encourage these sensibilities and engagement through subjectivities of participant 
and protagonists of the experiential narrative. Reflection is a vital component of 
providing a form of sense for the individual learner. Collaboration, as described by 
Bruner (1996, p. 87) is ‘sharing the resources of the mix of human beings involved in 
teaching and learning’, being able to interrelate the learning between the tutor, the 
students, the resources and the external experiences. The sense of culture is central to 
Bruner (1996, p. 87), as ‘the way of life and thought that we construct, negotiate, 
institutionalise, and finally (after it’s all settled) end up calling “reality” to comfort 
ourselves’. The portfolio storyworld model constructs a ‘reality’ using elements of 
agency, reflection, collaboration and culture as the process to make sense of that 
reality. The storyworld model will be further defined and discussed in this meaning-
making sense in Chapter 8 Transformative Experience through Digital Storyworlds.  
There are two tenets of Bruner which have parallel importance with Dewey’s 
experiential learning. One tenet is interaction, an ‘intersubjectivity’ enabling ‘the 
human ability to understand the minds of others, whether through language, gesture, 
or other means’ (Bruner 1996, p. 20). One of the purposes of the portfolio is to play 
with point of view, to enable empathy with other perspectives and viewpoints.  
The purpose of this is to understand the actions and subjectivities of protagonists,  
but also to understand the learner’s self or identity as a reflection on these.  
This leads to consideration of Bruner’s narrative tenet (1996, p. 39), described  
as developing a personal world, where the learner may feel they belong.  
Bruner believes there are two basic purposes of developing the self-descriptive 
stories of everyday experience which explore that personal world. The stories  
of myth, histories, retelling of culture frame and nourish an identity, while  
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finding a place in the world is ‘an act of imagination’ (1996, p. 41) which takes  
the self into the world of possibilities. Echoing Dewey’s sense of education’s 
potentialities in experience, Bruner (1996, p. 42) talks of education as risky,  
fuelling ‘the sense of possibility’. My application of narrative mode is centred on 
moving the self-descriptive story into an empathy with other identities and cultural 
stances, by encouraging uncertainty in the storyworld components as presented,  
and making meaning of them as narratives. Chapter 8 will make further links 
between the narrative mode and the process of doing, making and experiencing  
the situations which will lead to the meaning-making of a transformative narrative 
approach to story-building.  
Portals and Platforms for the Tertiary Learner 
The portfolio grew from engagement with an experiential learning approach,  
centred on a narrative mode of thinking, but I positioned it within its flexible  
digital environment for several reasons. When I moved from print-based to  
an online environment, I saw this as a natural progression. It is not simply because 
these are twenty-first century learners who are digitally literate, although that is  
a part of the story. The role-plays and scenarios, the narratives are all embedded  
in a virtual world, or series of interlinked worlds, which are creatively imagined  
to become immersive, but not ‘real’. The world of Deakinopolis could be seen  
as rather chaotic and nonsequential, and requires a conscious – or maybe  
semi-conscious – leap from the real into a parallel digital world. The graphics  
and texts are intended to represent reality, but not to become it.  
Vignette 5.3: Sequence/time in games & digital worlds  
My experience with games and simulations started with our early primary school 
aged children persuading us in 1989 that Nintendo Game Boy (the hit handheld 
platform that burst onto the playground that month) would stop the ‘are we nearly 
there yet’ queries while travelling. Several simple PC games later (Duke Nukem was 
a favourite for a while), we bought the game of the moment for the secondary 
school peer group, the relatively much more complex SimCity2000. 
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Source:  https://www.ea.com/games/simcity 
The SimCity concept grew out of the 
game developer Will Wright’s love 
for maps, and focused on urban 
planning’s intricacies and the 
narrative of a new city starting from 
scratch (Keighley 2010). One of the 
particular differences in terms of 
game design for SimCity (originally 
titled Micropolis) was that there was 
no winner or loser, which game 
publishers believed would make it 
difficult to sell.  
This was one of the few computer games that engaged both our children past the 
first flush of enthusiasm as it encouraged them to revisit and rebuild SimCity over 
an extended period of time. They discovered how to destroy settlements because 
of the lack of water supplies, or build up a city with effective roads and public 
transport, schools and hospitals. The newspaper option provided humorous and 
serious stories, building up different perspectives through recent opinion polls, 
potential disasters and an advice column. They synthesised these segments of the 
story into a developing settlement, making decisions that took responsibility for 
the outcomes. They appreciated having their own agency in learning more as they 
repeated the builds. 
SimCity was a simulation, the participants knew it was a game they were playing, 
but it had longevity because there was continuity and timelessness within each 
iteration of the build that furthered the city story. The overall plot did not change 
(building a sustainable city) but the sequences of the development process did. 
This process of different sequencing was gainfully repeated until the inventiveness 
of the participants was (temporarily) worn out.  
Portals for Millennial Learners  
The portal referred to is the threshold or place of entry into the digital storyworld. 
Portal has a dual meaning here, with the learner crossing a threshold imaginatively 
by leaping into making meaning by story of a digital environment containing story 
components the learner will activate. There is also the physical leap into a potentially 
chaotic and nonsequential series of story elements represented by text, visual images, 
video interviews, podcasts, photographic essays and other media. These are based 
within the Deakinopolis platform. 
A contextual learning space developed using the principles of connectivity and 
experiential learning can provide socialisation, exploration and conversations  
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that reflect on the learning – the portfolio also provides an imaginative story space 
once the learners think of it as connected to their own experiences through 
workplace-oriented scenarios. It is reflection on that connectivity, in nonsequential 
ways, which leads to experiential learning through this portfolio. I will review the 
various terms and appropriate labels for the contemporary learner in more detail in 
Chapter 7 Digital Leaps: Portals and Platforms. Within this chapter I am interested in 
positioning the contemporary tertiary learner in an environment of digital literacies 
and millennial connectivities that are centred on technologies as active learning tools.  
The nonsequential approach to a digital story space is based on my experience of 
learners starting from the known or concrete, then moving to a more mosaic style  
of lateral development (Marquardt 2007). This seemingly natural movement or flow 
from the known to the unknown through lateral exploration, is supported by the 
digital storyworld environment which offers a mosaic of its own. The connectivity  
is based on the digital media mastery of the millennial learner, who can use this 
environment as a community of learning. Dede (2005a, p. 7) assumes there will be 
fluency in multiple media and simulations, some form of communal learning with 
‘diverse, tacit, situated experience’ and a balance between experiential learning, 
mentoring and reflection. The key words for the portfolio’s learner are fluency,  
the ability to move between storylines and digital worlds easily, and nonlinear, 
associational webs of representations (Dede 2005a). These webs are nonsequential, 
and illuminate the process of exploring the digital storyworlds of the portfolio.  
The contemporary learner is invited to explore the associational mosaics encountered 
when they enter the digital world, to make patterns of meaning with the  
components of story.   
By focusing on digital literacies and the contemporary learner preferences,  
I have applied a range of technological approaches Prensky (2008) has summarised 
as appropriate to net generation/millennial learners, as digital natives. These 
preferences (discussed in the portfolio in Chapter 3) tend towards active learning, 
blending graphics with resources, clear and relevant connections incorporated  
in the design, multitasking rather than singular or linear approaches, technology 
utilised as a friend, and the integration of gaming and fantasy concepts within 
learning environments (Prensky 2008). In the midst of much debate on the 
dichotomous digital native/immigrant labelling for contemporary learners,  
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Prensky (2012) has revised and reviewed his metaphoric term of ‘digital native’.  
He extends the concept to digital wisdom as a term which emphasises the 
applications of technology to the user and places emphasis on the capacity of the 
learner to use the technologies ‘to access cognitive power beyond our usual capacity’ 
(Prensky 2012, p. 202). At the same time, he suggests the application of ‘wisdom in 
the use of technology to enhance our innate capabilities’ (2012, p. 202). In particular, 
the wisdom he refers to is Gardner’s version of wisdom that views a breadth of 
issues before making decisions (2012, p. 204). The connectivity between the learner 
and the technology opens up the imaginative flow to free the imagination as the 
learner synthesises the issues and responses.   
A Platform for Digital/Virtual Worlds 
Bell (2008) summarised a review of virtual world definitions into ‘[a] synchronous, 
persistent network of people, represented as avatars, facilitated by networked 
computers (p. 2). The key elements of the virtual worlds are: synchronous 
communications with multiuser applications; the world goes on, it can’t be paused; 
participants and their interactivities with others and the ecosystem of the world  
are central; created avatars have agency to perform actions; and the data and 
communications are facilitated by networked computers (p. 3). 
There are some similarities across these specifications of the definition above,  
and the digital world I created, such as a shared space, visual representation, 
persistence of the world and the sense of community (although this is external for  
the digital world). However, the ubiquity of an immersive world of space, distance 
and co-existence of other participants (p.3) is a variant on the Deakinopolis 
storyworld. The digital storyworld is a believable imaginative digital world but  
not as an interactive/player world and because of this is not operational in real time.   
The concept of a fully immersive, real-time, interactive world is not exactly where  
I was coming from in developing Deakinopolis and associated worlds. First of all,  
I believed that the world could be constructed as two-dimensional on a simple 
platform using easily accessible software (Dreamweaver and WordPress, for 
example). The platform integrates texts and incorporates photos, audio and video 
where they would develop the stories. The sense of verisimilitude to reality has come 
from the positioning of these photos, audio and video, but also from the texture  
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of the graphics which replicate real world workplaces or scenes/settings.  
Viewers of the storyworlds have commented on the beautiful graphics, which  
set up a realistic workspace such as Kaleidoscope Consulting, or the elevator’s 
texture making believable the way to navigate between ‘floors’ at KC.  
The simplicity of the platform enables multiple users, and the worlds are capable  
of relatively simple expansion and renovation as indicated by Bilby/New Bilby.  
The world is based on a social community, but the social community is both within 
the virtual worlds as a static series of social advocacy groups, for instance, and both 
within and external to the digital worlds through the learners. This is a different form 
of interactivity, it has a mass scale, instant accessibility and ease of engagement.  
The learner is positioned in a fluid state between the digital and the real, and takes 
leaps into and out of the world, as required. The technology of the portfolio provides 
an interactivity in the learning, but from situation and story, rather than playing with 
the environment itself. Therefore, the worlds created are persistent, they live past  
the cohorts of learners.  In fact, they remain static until the next cohort reactivates  
the story. The story process is a reiterative cycle of present continuous.  
The portfolio indicates quite clearly that I am not exploring the website platform’s 
technology and how to extend or utilise it as augmented reality or immersive virtual 
environment. The focus is on a portal which can lead to a potentially complex story 
space for learners at different levels of engagement and immersion.  The virtual 
worlds, as constructed through photos, audio-visual commentaries and websites,  
are not exactly narrative, game-based learning objects although this is ostensibly 
their role as a resource. I would argue that they are a model for learning in the form 
of a three-dimensional world, even though they appear visually as two-dimensional, 
that is, a website with links to characters, places and situations.  
My work in website-based digital worlds, with visuals that populate the world and 
believable characters leading the action in a realistic world setting, has plot as the 
catalyst for interactivity. Learners’ motivations are engaged because they enter into 
the story, not just the world, and they have some agency within the story emerging 
from the world. The digital world platform is a controlled environment where they 
can take risks, experiment and reflect as a vital part of the process; reflection occurs 
through activities separate to the virtual worlds that mirror real world tasks. 
The digital world community becomes the centre of imaginative engagement,  
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but reality is in the situation and the story is replicating reality.  The community,  
part of belonging both to a story and to the situations (which are multiple and 
therefore confusing at first) is vital to the flow between reality and virtual reality. 
The learners don’t really disappear into the digital world, they drop in and test  
ideas within it, then exit and reflect on responses to situations.  
Narrative as Storyworld 
The last point to emphasise from the portfolio is that of narrative in the storyworld. 
Earlier in this chapter, in the section on Bruner and narrative modes of thought,  
I reviewed the purpose of basing the Deakinopolis folio on story as a form of 
expansion of possibilities. Story within the digital world has the capacity to engage 
the imagination and transfer the learner’s focus into differing points of view. 
Douglas Hesse (2009, p. 18), in talking about creative nonfiction narratives, stresses 
that it requires ‘imagination … to turn plain reality into art and ideas’. This centres 
on Bruner’s narrative mode of thought as imaginative meaning-making for story.  
Vignette 5.4: Narrative identity, agency & imagination transformed 
My experience as a high school exchange student in the USA for a year was 
followed by probably one of the best essays I have written, meditating on Donne’s 
quotation ‘No man is an Iland intyre of itself’. That essay showed my agency in 
constructing a version of my identity, a complicated flow of independence and 
interdependence which beautifully clarified a very shaping time as I wrote. The 
essay illustrated the metaphorical leaps I was making between the known 
experienced world of a traditional approach to education and the challenge to my 
world view of a socially-focused learning. My life was meaningfully disrupted, 
which is one of the strengths of educational exchange programs.  
The island of the essay was a symbol of tensions between isolation and my self-
knowledge. Bruner’s (1996) narrative mode of thinking suggested: 
It is through our own narratives that we principally construct a version of 
ourselves in the world, and it is through its narrative that a culture provides 
models of identity and agency to its members. (p. xiv) 
The Donne quotation is integral to the story of my identity, strongly committed to 
exposing and exploring societal and cultural issues through encouraging my own 
agency and responsibility for learning. 
Role-plays provide fictions of character and situation that free participants to ‘act’, 
to move beyond their daily roles into stories that have a close relationship to 
reality.  
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© Commercial Radio Australia 
Fictionalising the factual is also involved 
in scenarios. At one point in my work as 
a freelance writer/editor in the 1990s, I 
worked with a national commercial radio 
organisation to fill in the gap in creative 
radio copywriting training. My task was 
to experience the training delivered by 
two energetic creatives, then to work 
with them to write it into a full training 
program. 
My major contribution was to build in 
the context of a large country town 
called Tahlonga for all the radio 
advertising briefs. This imaginary town 
was a prototype storyworld, with ten 
different business case studies outlining 
clients who needed to tell their story in 
local radio advertising. 
The stories were interrelated – Janine the dentist was just finalising her divorce 
from the used car dealer, Minh wanted to start a Vietnamese restaurant that 
would support all the family that she was bringing to Australia, and so on. Because 
of the backstories, the client briefings were full of fictionalised factual detail, and 
the advertising copy more realistically reflected the context of a fictionalised 
regional city.  
The interpretative power of story is finding out what something is about, in order  
to understand. Bruner (1996, p. 90) talks of truth not as verifiability, but as 
verisimilitude or ‘truth likeness’, which is ‘a compound of coherence and pragmatic 
utility, neither of which can be rigidly specified’. One of the elements of the 
portfolio’s meaning-making was to develop both a believable scenario and an 
imaginative engagement in the story. The storyworld explores Bruner’s model  
of the three modes of representation: enactive or action-based as a first stage  
of entry and engagement – learners finding the situations that will enable the task  
to be completed; iconic or image-based as they become immersed in the characters 
and settings portrayed by a range of media; and symbolic or language-based when 
the learners transfer themselves imaginatively into the environment and context. 
Bruner (1996, p. 155) sees these three modes as representing the world in action 
routines, in pictures or in symbols. Enactive is ‘crucial in guiding activity, and 
particularly what we call skilled activity’ (1996, p. 155), while imagery provides  
a kind of preconceptual structure for how we operate in the world (1996, p. 156).  
The symbolic is language-based, a metaphoric world. Bruner sees these not as levels 
Chapter 5 Mapping the Terrain  
 
   
 
150 
of development into knowledge, but spiral learning, moving into and out of each  
of the three modes to take on the learning actively, and progress it into deeper 
knowledge with each spiralling reiteration.  
To be transformative in developing connections from seemingly unrelated sequences 
in the digital storyworlds requires an imaginative leap. This is in part the leaps that 
learners have been making between the real and the digital worlds, a form of play  
in the digital space. They may include taking on the character of some of the shop 
owners in Newlandia, writing to complain about the loss of their wetlands to a 
casino. They are, as Greene (1995, p. 15) notes, ‘about openings, about possibilities, 
about moving in quest and in pursuit’.  
Like Greene, I am interested in extending the imaginative capacities of the learners 
to ‘work for the ability to look at things as if they could be otherwise’ (1995, p. 19). 
When students are within their just-in-time, earn-and-learn ways of thinking,  
I believe the storytelling of the portfolio can enlarge and transform their sense of self 
and identity into consideration of other points of view. As Greene (1995, p. 3) states, 
‘[o]ne of the reasons I have come to concentrate on imagination as a means through 
which we can assemble a coherent world is that imagination is what, above all, 
makes empathy possible’. Greene (1995) elaborates on this: 
We are appreciative now of storytelling as a mode of knowing (Bruner, 1986 11ff), of 
the connection between narrative and the growth of identity, of the importance of 
shaping our own stories and, at the same time, opening ourselves to other stories in all 
their variety and their different degrees of articulateness. (p. 186) 
Storyworld narrative opens up imaginative possibilities, to what Greene describes  
as permitting us ‘to give credence to alternative realities’ (1995, p. 3) and describes 
transformative teaching as recognising the imagination as a way of knowing  
(Greene 2001, p. 3). She also talks of engaging with subject matter, or situations 
within the digital storyworld ‘that involve a sense of agency, of achieving 
dimensions of that subject matter as meaningful, not uncovering some hidden 
meaning others have predefined’ (Greene 2001, p. 193). 
Story in the portfolio works with variations on reality. Greene calls these variations 
alternative realities; however, ‘imagined reality’ is the term for Abildskov (2003, p. 
26). She describes a fictionalising process that leaps into others’ minds and hovers 
briefly, before ‘landing back on the firm ground of reality’ (Abildskov 2003, p. 29).  
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I suggest this is a similar fiction/fact process for the scenarios and role-plays  
that have grown out of educational applications of creative storytelling to  
digital environments. 
The initial or external organisational purpose of the writing units which used 
Newlandia and Bilby was to develop skills in summary and synthesis, for learners  
to be able to change genre and style, responsive to the writing tasks required,  
and to find their own writerly or narrative voice across stipulated audience and 
purpose so that the skills would be transferable. In this digital writing environment, 
there are gaps or discontinuities in story, where imagination takes the leap across 
chronology and perspectives. This will be explored as a transformative power in 
Chapter 8 Transformative Experience through Digital Storyworlds.  
Conclusion 
This chapter has focused on experiential learning, digital world developments and 
the story in digital storyworlds as they have emerged from the portfolio’s outcomes. 
Chapter 6 will refocus the research question applying Deweyan educational 
philosophy to contemporary tertiary learners towards considering Dewey’s 
theoretical interaction with Quay’s (2013) model of be-ing, doing and knowing.  
In Chapter 7, the research questioning will take more detailed note of the digital 
world environment and its contextual applications to the higher education sector and 
tertiary learner. Chapter 8 then explores more closely the nature of story within that 
digital storyworld model, to understand the transformative potential of experiential 
learning through focusing on story components in internal and external locations. 
Chapter 9 Conclusions will identify the findings and possible areas of future research 
and discussion to demonstrate potential usability of the digital storyworld model 
across multiple applications.  
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Introduction  
Following on from the description of the portfolio’s practice-led development in 
Chapters 3 and 4, Chapter 5 Mapping the Terrain narrativised this research to 
identify three major areas in constructing the shape of the practice-led research  
in the dissertation. The first area of focus on scenarios and role-plays led to scoping 
or mapping of the experiential pragmatic philosophy of learning (Dewey 1916; 1938) 
and Bruner’s narrative as meaning-making (1986) within an experiential learning 
context. The second was focused on the digital context of shaping stories as 
meaning-making for tertiary learners, and the third area considered narrative  
as transformative storymaking in nonsequential and nontemporal ways. 
Within this chapter, the focus will be on that part of the research following on  
from Chapter 5, which considers how current experiential learning pedagogy has 
applied Deweyan educational philosophy to higher education, and a deeper 
conceptual analysis of the transformative process within experiential learning. This 
will position Dewey’s experiential educational philosophy within the context of 
Kolb’s experiential learning cycle (1984; 2012), and Quay’s focus (2013) on  
‘be-ing, doing and knowing’ to explore the transformative potentialities of poiesis 
(doing) within praxical (making) experience.  The application of these terms, praxis 
and poiesis, has been defined initially in Chapter 2 Methodology and Research 
Design. This will be refined as a transformative and experiential process in this 
chapter. In Chapter 7 Digital Leaps: Portals and Platforms, the thesis will focus on 
defining digital environments for storytelling within a higher education context.  
In Chapter 8 Transformative Experience through Nonsequential Story, the digital 
storyworld model will be developed and expanded as a practice-led research 
response to digital storytelling that is transformative through doing and making 
within a particularised situation for contemporary tertiary learners. 
Kolb and Contemporary Experiential Learning  
My purpose for this section of the chapter is to explore how central experience is  
to the acquisition of knowledge for the tertiary learner. The Deakinopolis portfolio  
in its digital version was initiated partly because of the diversity of learner 
backgrounds and expectations I encountered in writing and communications courses 
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at both undergraduate and postgraduate level. Chapter 3 describes in Newlandia  
and Bilby the outcomes of scenarios moving into digital format to develop resources 
in audiovisual and story-based or experiential formats. The experiential elements in 
the digital story environment included a work-based digital storyworld and scenario 
establishing a learning-by-doing approach to complete concrete tasks, using elements 
of plot external to the storyworld in the portfolio’s model. The entry to the digital 
storyworld was directed through a learner narrator activating the story space by 
synthesising the plot and point of view as narrative interrelationship with the 
storyworld’s characters, setting and dialogues. Reflecting on the synthesising led  
to the learner observing the components of story relevant to the concrete task and 
conceptualising the task into social contexts incorporating differing perspectives.  
The act of doing, the creating of meaning through a narrative storytelling based on 
social advocacy or work-oriented communications combined both praxis and poiesis 
in the digital storyworld model. 
The diversity of learner backgrounds and skills included a range of learners’ skills  
in working with English, as well as their knowledge of the contexts for learning  
in higher education. The immersive approach of a digital world demonstrated more 
potential for engagement than text-based scenarios. There will be more detail on 
defining contexts for tertiary learners in Chapter 7; however, in this chapter, I am 
researching an experiential approach as appropriate to encourage immersion and 
engagement across a range of tertiary learners.  
In constructing experiential learning illustrated by the portfolio, I built work-relevant 
contexts into the model to encourage engagement. This provides a much stronger 
potential for immersion of the learner as these contexts provide relevant experiences, 
as well as drawing on the experiences of the learners themselves, a situated learning 
context. As noted by Boud et al. (1993): 
Learning builds on and flows from experience: no matter what external prompts to 
learning there might be – teachers, materials, interesting opportunities – learning can 
only occur if the experience of the learner is engaged, at least at some level. (p. 8) 
Boud et al. (1993) present five propositions related to the centrality of experience  
as a learning design, the first two of which are relevant to my own interpretation of 
experience as it shaped my portfolio development. The first of these propositions 
positions experience as the foundation and stimulus for learning. The second talks  
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of learners constructing their own experience (1993). Both these propositions 
indicate experience as both a stimulus to engage learners within their own situated 
experience and as a learner-centred approach, where the learners have responsibility 
or agency for how they can shape processes of learning. The portfolio is centred on 
engaging learners in an immersive experience that will be a parallel reality for them, 
clearly identified as being relevant to their future (or present) work experiences.  
The intent of the storyworld is to extend the learning through immersion into new 
experiences which proliferate in the digital environment.  
Differentiating Work-based Learning, Work-integrated Learning and 
Experience 
Work experiences or relevance to learner experience do not necessarily align with 
work-based learning or work-integrated learning (WIL), although the portfolio work 
does have some kinship to the work-oriented approach of WIL. Integration of  
‘work’ into education has been described variously as workplace learning, work-
related learning, work-based learning, developing knowledge in the workplace,  
and a lifelong learning agenda which is recognising work as part of the curriculum 
(Wagner, Childs & Houlbrook 2001, p. 315). There is an increasing emphasis 
currently within the university sector on WIL as a part of professional knowledge 
acquisition available through universities. According to Atkinson (2016, p. 1), 
‘Work-based learning … occurs in a work environment, through participation in work 
practice and process’ and has been located within vocational education and training. 
Work-integrated learning is delivered through a university context, with programs 
where ‘the theory of the learning is intentionally integrated with the practice of work 
through specifically designed curriculum, pedagogic practices and student 
engagement’ (2016, p. 1). Winch (1996, p. 43) indicates that universities ‘originated 
in the need for lawyers, clerics and teachers’ and that tensions exist with delivering 
liberal and professional education in a large institution. The discussion of WIL  
as a university sector delivery and pedagogy emphasises what Winch (1996, p. 43) 
calls ‘radical uncertainty about aims’ for higher education. This uncertainty has been 
a part of the debate concerning WIL and work-based learning. Boud and Solomon 
(2001, p. 36) ascribe to work-based learning a basic assumption that knowledge is 
‘generated through work’, and within that workplace learning there are constraints. 
One of these is the focus on the particular and the present (pp. 39–42), and  
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Boud and Solomon raise here the issue of transfer of learning from a specific 
workplace and set of tasks to more generalisable knowledge. This is rephrased  
as being able to make use of the learning in other situations (p. 41). Peters (1966) 
suggested other differentiations between training and education which help in this 
case to separate experiential learning from too particular a focus on WIL or work-
based learning. Peters suggests training requires the development of competence in a 
limited skill or mode of thought, while ‘education [is] linked to a wider system of 
beliefs’ (p. 32). With a focus on changing people’s emotional responses, Peters sees 
the main task as ‘trying to get them to see the world differently in relation to 
themselves’ (p. 33). I will explore this educational philosophy further later in the 
chapter, particularly in relation to experience as transformation and the 
transformative possibilities inherent in Quay’s (2013) ‘be-ing, doing and knowing’. 
According to Silberman (2007), experiential learning incorporates direct 
involvement at emotional and intellectual levels, similar to Peters’ emotional 
responses (1966, p. 33), using projects or work-based activities that are very similar 
to or replicate workplace experiences. This is where I argue the portfolio, and  
my practice as an educator, is positioned. This direct involvement potentially 
requires immersive and imaginative scenarios to bring the learning closer  
to the day-to-day workplace and other social/cultural experiences of learners, 
particularly in aspects such as interpersonal skills and communications (see Chapter 
4 Kaleidoscope Consulting working-in-teams scenario for example). There is 
potential to transfer the acquired knowledge to other situations through processes  
I will discuss later in this chapter as experiential and transformational praxis and 
poiesis (the interrelationship of doing and making). 
Kolb’s Experiential Learning Theory  
Kolb (1984) is an influential scholar in the area of experiential learning theory (ELT) 
and this theory provides a learning cycle model to compare to the experiential format 
I elaborated at the beginning of this section of the chapter.  
As defined by Kolb and Kolb (2012, p. 1215), ELT places ‘experience at the centre 
of the learning process, envisioning an educational system that was learner centered 
[sic]’. Kolb (2015) developed an experiential learning cycle indicating the continuity, 
potential stages or movements and flow of the process. 
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Figure 6.1: The Kolb cycle of experiential learning (Source: Kolb 2015, p. 51) 
This experiential learning cycle defines learning as a process of knowledge which 
‘results from the combination of grasping and transforming experience’ (Kolb 1984, 
p. 41), with two directional movements centred on the learner. This is not an iterative 
cycle such as Smith and Dean’s (2009) practice-led/academic/research-led cycle  
(see Figure 2.1 in Chapter 2), but a four-stage process. These stages are having a 
concrete experience, observation and reflection on that experience, analysis and 
conclusions, which can then be used to test for future situations which will result  
in new experiences. This is an integrated process, so the learning is not complete 
until the cycle has been completed, although the cycle can be entered at any stage. 
In my practice-led research in developing the portfolio storyworlds I discovered an 
alternative flow or process in the cycle of experiential learning. By elaborating on 
how it differs I have mirrored Kolb’s (2015) terms in the experiential learning cycle 
in Figure 6.1 above. The storyworld is the basis of the experience, and to enter into 
that experiential learning, the learners enter a work-oriented parallel digital world 
that has some relevance to their own experience, either socially, culturally or in 
workplace contexts. The learners need to synthesis the story components which  
they have researched and observed within the digital storyworld, reflecting on  
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what will be relevant to their narrative concrete task. They will complete that task 
through a making by doing – what I have termed praxical experience – and will 
conceptualise the narrative purpose through changing points of view. The process  
of poiesis within the task’s outcome of differing perspectives – developing 
something which had not been or existed previously – is then transferable to a new 
enquiry or task. The flow between concrete experience, reflective observation, 
experimentation and conceptualisation was not a linear progression although  
it had a cyclic quality. As an alternative flow to the experiential grasping and 
transformation of experience of the Kolb cycle, the portfolio demonstrates a 
movement from praxical to poietical and can move in an open-ended fashion  
to and from any of the poles illustrated by Kolb.  The learning arising from  
this cycle reflects what Peters (1966, p. 33) expresses as the aim of ‘trying  
to get them to see the world differently in relation to themselves’.  
Silberman’s emphasis on direct involvement through emotional and intellectual 
engagement as a model of experiential learning suggests that transformative 
experiential learning may require connectivity and engagement. I propose that  
the closer study of Dewey’s experiential philosophy that follows will lead to a  
model of experiential learning based in praxis focused particularly on defining  
the transformative aspect of learning that is placed at the centre of Kolb’s learning 
cycle as a grasping/transforming of experience axis, and that I believe is a flow 
between praxis and poiesis.   
Dewey’s Relevance to Contemporary  
Experiential Learning 
The research question related to the application of Dewey’s educational philosophy 
to experiential learning pedagogy has a particular reference to his elucidation  
of experience. This section will establish the boundaries of pragmatism central to 
Dewey, his ongoing and emergent definitions of experience and his key terms  
of continuity and interaction as the basis for my own experiential portfolio  
response. Contemporary educators/philosophers also view the key elements of 
Dewey’s experiential approach to educational philosophy as relevant to 
contemporary experiential learning.   
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Pragmatism and Problem Solving 
Pragmatism is usually regarded as an emergent nineteenth century American 
philosophy, ‘continuous with the rest of the developing American society’  
(Campbell 1995, p. 14) that ‘developed a theory of meaning and a theory of truth, 
grounded in a vision of an adequate human existence’ (p. 14). One of its major 
proponents was John Dewey, who believed, as summarised by Gordon Tait  
(2013, p. 222) that ‘ideas are only of value in terms of their consequences for human 
existence’. Campbell (1995), in his Introduction to Understanding Dewey, describes 
a pragmatic philosophical view as including: 
…a metaphysics that emphasizes [sic] processes and relations; a naturalistic and 
evolutionary understanding of human existence; an analysis of intellectual activity as 
problem-oriented and as benefitting from historically developed methods; and an 
emphasis upon the democratic reconstruction of society through educational and other 
institutions. (p. 14) 
Dewey, as a pragmatic philosopher, bases his approach to enquiry on processes  
and interactions which utilise problem-solving methods to develop understanding  
of human existence. He believes in an interactive and evolving holistic approach  
to reconstructing society. Seaman and Nelson (2011) believe his aim and fulfillment 
in terms of an experiential system of education (for reconstructing society) is aimed 
at the processes of play (individual development) and labour (societal production)  
in close relationship. These processes would encourage rational, social and 
individually fulfilling outcomes, rather than serving the economic forces of 
capitalism (Seaman & Nelson 2011). As Kadlec states in Seaman and Nelson (2011): 
[f]or critical pragmatists such as Dewey, the point of reflective enquiry is not to 
generate final principles, but rather to improve our capacity for tapping into the 
critical potential of lived experience in a world defined by flux and change’. (p.  19) 
Dewey has a strong pragmatic philosophy, centred on social and individual 
fulfillment, and reflective enquiry, to develop capacities for experiencing  
the world of flux and change.  
Defining Deweyan Experience  
Dewey’s concept of experience develops, as Hohr (2012, p. 1) describes, distinctions 
‘between primary and secondary experience, or between ordinary (partial, raw, 
primitive) experience and complete, aesthetic experience’. Pring (2007, p. 58) 
summarises Dewey’s concept of experience as ‘both a way of understanding  
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or interpreting what happens and a way of anticipating what happens in the future  
or what to do next’.  Dewey (1916) himself believes experience arises from  
the interaction between two principles of continuity and interaction. Experience is 
not, for Dewey, the equivalent of knowledge (Campbell 1995, p. 69), as experience 
is not primarily a cognitive process, as expressed by Dewey (1916) himself: 
... a matter of doing and undergoing the consequences of doing. …’Experience’ then 
ceases to be empirical and becomes experimental. Reason ceases to be a remote and 
ideal faculty, and signifies all the resources by which activity is made fruitful in 
meaning. (p. 286) 
Campbell (1995, p. 69) believes for Dewey ‘experience’ is a “double-barrelled” 
word that can emphasise either the process or the content of the interaction of human 
organism and environment’ (original emphasis). Campbell (1995, p. 71) indicates 
that there is a ‘forward-moving life of the experiencer’, where Dewey sees 
experience as a cumulative process of interactions. Dewey (1934) calls  
that moment in the flow of experience ‘an experience’ when it has an internal 
integrity, a flow between parts. It is also significant as an experience when  
the experience ‘runs its course to fulfillment’. Dewey (1934) states: 
…a situation, whether that of eating a meal, playing a game of chess, carrying on a 
conversation, writing a book, or taking part in a political campaign, is so rounded out 
that its close is a consummation and not a cessation. (p. 42) 
Campbell (1995, p. 74) sees Dewey’s process of experience as an emphasis  
‘on the need to return from the calm distillation of reflective experience to the 
rushing fullness of primary experience’. This is a two-way enquiry process, which 
can lead to understanding or gaining knowledge in greater depth related to the 
situation as there is a flow between these primary and secondary experiences.  
It is a more holistic, transformative process, one that is akin to the philosophical 
enquiry into the questions arising from a culture’s response to problems, particularly 
in times of social change (Campbell 1995, p. 90). That holistic approach is based  
on reflective thinking which is a continual review of experienced things, where 
‘reflective thinking transforms confusion, ambiguity and discrepancy into 
illumination, definiteness and consistency. But it also points to the contextual 
situation in which thinking occurs’ (Dewey 1925, p. 61). 
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The enquiry is a part of a philosophy active in times of social change. It is 
‘attempting to address the fundamental questions of culture’s response to problems’ 
(Campbell 1995, p. 88). Dewey (1925) described philosophical enquiry as: 
…a generalized [sic] theory of criticism. Its ultimate value for life-experience is that it 
continuously provides instruments for the criticism of those values – whether of 
beliefs, institutions, actions or products – that are found in all aspects of experience. 
(p. 9)  
Dewey believes philosophy has a moral function, challenging ‘basic assumptions  
of culture’ (Campbell 1995, p. 93) and attempting to find a critically philosophical 
way to improve the world.  
Continuity and Interaction in Experience 
In the context of Dewey’s pragmatic philosophy and concept of experience, I am 
focused on defining experience through knowledge and understanding around his 
two key terms: continuity and interaction. ‘Continuity and interaction in their active 
union with each other provide the measure of the educative significance and value  
of an experience’ (Dewey 1938, pp. 44–45). Dewey (1916) defines knowledge  
as a form of continuity: 
Knowledge is not just something which we are now conscious of, but consists in the 
dispositions we consciously use in understanding what now happens. Knowledge as 
an act is bringing some of our dispositions to consciousness with a view to 
straightening out a perplexity, by conceiving the connection between ourselves and 
the world in which we live. (p. 400) 
Dewey welcomes the perplexity as being the beginning of the enquiry,  
the moment of moving from a non-reflective approach – the ‘aesthetic’  
experience – to reflective enquiry within the experience, and activation of  
problem-based thought. His concept of the continuity of the process involves  
a sense of enquiry arising from the doubt and perplexity. This reflective  
experience of enquiry interrogates the complexity of the problem or situation, 
creating an experience as he terms it (Dewey 1934), connecting the learner  
to the world. This then becomes a post-reflective experience, once more  
a form of ‘aesthetic’ experience beyond thought, a form of consummation. 
Acknowledging that particular experience encourages growth in understanding,  
in readiness for the next non-reflective moment of doubt or perplexity.  
The pursuit of knowledge in this sense is a totally ongoing process  
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that is forward-moving and cumulative, and, most importantly, developing 
connections between ourselves and our world.  
Continuity in the context of the portfolio is the consideration of each experience 
within the storyworld that is carried forward to influence experiences and decisions 
in the future. It is about consciousness related to perplexity – connections between 
ourselves and our world (Peters 1966). This is linked to the interrelationships, both 
within the digital world and external to it, through the narrator’s role of activating  
the worlds by entering them. The worlds themselves are an experience only when 
activated, as they are static repositories of potential story set in a timeless 
environment. When the narrator enters the world and has the praxical experience  
of making by doing concrete tasks, that experience will be carried forward to 
influence future decisions. Because there is no navigational guide built in,  
the learner faces doubt and uncertainty on entering the world, having to make 
decisions and take agency concerning the areas to investigate and observe,  
or concern about the complexity of the characters and events presented. Dewey’s 
‘aesthetic’ experiences, the non-reflective approach and the post-reflective 
experience described above, are beyond thought and, according to Dewey,  
encourage growth in understanding. They suggest a transformative poiesis,  
and I will investigate this further under the section Experience and Transformation. 
Interaction, for me, refers to the interaction between the learner and the digital 
environment, and other participants in the digital worlds. Dewey contrasts our 
existence at the strictly individual level (a unique or ‘singular occurrence’) with  
an actual existence or being which is interactive, because of ’the fact that we are 
forced to react and that things react upon us in return for our reaction to them’  
(1939, p. 416). He talks of these as interaction or transaction, an action/reaction 
process that helps to clarify relationships between people and their natural world.  
For the purposes of this thesis, I have assumed the natural world is not the actual 
world around us but the digital world of the portfolio, as the interactivity here is  
a natural connection between the real-world experiences of the learner and  
the digital world scenarios based on real experience. The ongoing connection is  
one of real or actual situations and learners mirroring their experiences and growth  
in understanding through a digital world.  
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Interaction and transaction are also implicated in the transformative power of moving 
through different points of view within story-making. That transformation is central 
to releasing the imagination through story, to transfer to a social world or cultural 
view the experience of the learning moment. The digital worlds themselves involve  
a transaction which requires that involvement of the learner in flow between the  
real-world context and the digital narrative environment.  
Contemporary Experiential Learning and Dewey  
A recent special issue in the journal Educational Philosophy and Theory (Volume 
48, Number 10, 2016) focused on celebrating Dewey’s Democracy and Education  
in its 100th year.  The John Dewey Society produced a symposium in 2014 
(published papers in 2015) on ‘Experience and Education Today’. As Waks (2015, p. 
9) points out in his introduction to this symposium, Dewey’s philosophy has 
continuing power to ‘inspire, clarify, and critique contemporary educational ideas 
and practices’. The growth in work-based learning and WIL professional areas of 
training and education, and the debate related to them, has found much to discuss and 
debate in terms of contemporary experiential learning within the extensive range of 
Dewey’s writings.  
Thus, my research has turned to some of the publications which are tasked to enquire 
into Dewey and contemporary issues in education, to analyse some conceptual 
approaches to contemporary applications of Dewey’s definitions of experience.  
The following indicates three paired terms and issues for contemporary applications 
of Deweyan experiential educational philosophy. The papers below move the debate, 
beyond the dualism of progressive and traditional educational movements, towards 
Dewey’s own holistic view in a contemporary context. 
Empathy and imagination 
English (2016) focuses on the twinned concepts of empathy and imagination as 
points of contemporary relevance. English (2016, p. 1049) discusses resolving 
encounters with difference and otherness through Dewey’s exploration of doing  
and undergoing. This is the flux between trying something actively, then allowing 
the reaction as an undergoing process. English (2016) talks about what is not 
foreseen in this process as a blind spot, which leads us to uncertainty or confusion. 
This is a discontinuous moment in experience (2016, p. 1049), a learning when 
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encountering something new and unfamiliar. This is not part of the reflective 
learning experience: it is that non-reflective beginning I discussed earlier. Reflection 
goes on to consider how the self and world relate, and the changes made in us.  
There is what English (2016, p. 1050) calls an ‘in-between realm of learning’ 
(original emphasis), a space between the old and new ideas and beliefs, a twilight 
zone. My research into that in-between realm is centred on the digital storyworld  
and its capacity to transform. English (2016) believes it is the capacity for 
imagination that… 
…allows us to dwell in the space of the in-between because it facilitates our ability 
to extend our thinking beyond the known, and allows alternative ways of seeing and 
being in the world to emerge in our minds. (p. 1051) 
There are echoes of the differing perspectives of the narrator’s imaginative 
engagement in the portfolio digital worlds, and this seeing and being as an  
emergent process depends on imagination which can handle the initial doubts  
and uncertainties experienced. Weible (2015, p. 88) particularises imagination  
as ‘putting emphasis alternatively on two complementary aspects; that is,  
particular form and universal content’.  
English (2016) differentiates between imaginary, daydreaming or escape from 
experience, and imagination, which can perceive the full scope, integrating the 
unexpected or habits of resistance. She argues for rich experiences in educative 
learning environments (2016, p. 1055) so that learners may ‘enter, through 
imagination and the emotions they evoke, into other forms of relationships and 
participation than our own’ (Dewey 1934, p. 336). 
English (2016) discusses empathy through engagement with stories of others’ lives. 
This autobiographical teaching practice allows the reader to become aware of  
the fact that there are others that think, act and are subject to different circumstances 
than the reader may be (Nussbaum 1997, p. 88). This is central to my own research 
into engaging participants in a story or narrative that will make meaning for their 
own learning. 
Dichotomies and connections 
Hildebrand (2016, p. 75) challenges societal dichotomies or dualisms in relation  
to experience, which functions for Dewey ‘by replacing dualisms (such as 
mind/body, reason/emotion, individual/society) with continuities that more  
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closely resemble our actual lives’. In a contemporary context of educational  
change and pressures within the mass education environment, Gordon (2016) 
concentrates on Dewey’s emphasis on connections to remove rigid points of view 
and possibly increase stability within schools. ‘Dewey was fascinated by  
the prospect of making connections between seemingly opposing viewpoints  
and of demonstrating how these connections can open up fresh (and more expansive) 
perspectives from which to view education’ (Gordon 2016, p. 1079). Dewey  
was suspicious of either/or debates, and preferred a holistic approach that  
eschewed educational dichotomies, such as child versus curriculum, authority  
versus freedom and the individual versus the social (Gordon 2016, p. 1079).  
Dewey’s holistic approach to resolving dichotomies is a part of his contribution.  
He is not linked to any one ideological position. Dewey (1922/1986) believes 
educators needed to… 
…cultivate the habit of suspended judgement, of scepticism [sic], of desire for 
evidence or appeal to observation rather than sentiment, discussion rather than bias, 
enquiry rather than conventional idealizations [sic]. When this happens schools will 
be the dangerous outposts of a humane civilization [sic]. But they will also be 
supremely interesting places. (1922, p. 334) 
Dewey welcomes complexity and ambiguity as well as boldness. Linked to this is  
a Deweyan sense of education in its broad sense, ‘any interaction among human 
beings in which information is exchanged, feelings are conveyed, or moral 
edification takes place’ (Gordon 2016, p. 1087). Gordon’s (2016, p. 1081) reason  
for scholars to keep returning to Dewey ‘for guidance and wisdom is that his call  
on educators to maintain stability and common sense while avoiding extreme 
fluctuations has proven to be correct’.  
Hytton (2015, p. 987) links Dewey to social activism through the key terms of 
experimentalism, pluralism and hope. She perceives experimentalism as reflecting  
on the existing institutions and considering collaborative possibilities such as 
activism to encourage change. Pluralism, the range of thinking and doing, considers 
the trying out of alternatives (2015, p. 987).  
Dewey’s interest in a ‘diversity of stimulation’ leads to ‘novelty, and novelty  
means challenge to thought’, which leads to growth (Dewey 1916, p. 90).  
Hytton (2015, p. 987) believes the making of connections across perspectives helps 
us to strengthen our commitments to our fellow citizens. Both experimentalism and 
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pluralism link to social activism, which is also central to the context of the portfolio. 
This is experiential in the terms of my alternative praxis/poiesis learner experience, 
and the experience is transformative through experiment and activism to  
encourage change.  
Experience and Transformation  
Each pairing of the above contemporary applications of Deweyan experiential 
philosophy, dichotomies and connections, imagination and empathy, indicates  
a contemporary perspective on the value of experiential learning to a transformative 
narrative model, the digital storyworld portfolio. This section of the chapter 
considers more closely the interplay of connections and imagination as 
transformative experience, ending with examination of praxis and poiesis with  
be-ing, doing and knowing as key elements in that transformative process.  
Dewey sees experience in education as largely practical and active, engaging  
with problems. ‘Experience is not a passive reception of a sense datum, but an 
interpretation of what happens based on previous experiences and transforming how 
one interprets further experiences’ (Pring 2007, p. 75). When presented with a 
problem, the learner needs to search for a solution or a thought response, which then 
leads to growth or a more complex interpretation, which will increase the learner’s 
capacity for further experiences (Pring 2007, p. 60). To transform that problem into a 
solution, the learner needs to be exposed to other people’s narratives and critical 
conversations, as a continuity and interaction (or action/reaction) of experiences. 
Relevance of the ‘Aesthetic’ Experience  
Within the section of this chapter on continuity and interaction, I briefly outlined 
Dewey’s non-reflective and post-reflective ‘aesthetic’ experience. I will now look 
more closely at Dewey’s five steps of reflective experience, as described by Quay 
(2013), to focus more closely on that process as leading to transformative experience 
in Heideggerian terms.  
First of all, Quay (2013) positions Dewey with Peirce in defining a coherent  
theory of education. In Figure 6.2 below, Peirce’s philosophical structure of  
firstness, secondness and thirdness is overlaid with Dewey’s logical and 
psychological interpretations.  
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Figure 6.2: Structure of experience – Peirce and Dewey (Source: Quay 2013, Figure 1.2, p. 17)  
Dewey calls firstness, secondness and thirdness ‘categories of consciousness’ (Quay 
2013, p. 17) in a broad psychological way, as categories of conscious lived 
experience. This is a threefold experiential framework, describing ‘consciousness  
or experience’ as feeling, volition and thought, as expressed by Dewey (1935a, p. 
707, in Quay 2013): 
It can be affirmed that, psychologically, it is through feeling (including sensation as 
such) that qualities present themselves as experience; that it is through volitional 
experiences that existence, as a matter of action–reaction, is actualized [sic] in 
experience, and it is through thought that continuities are experienced. (original 
emphasis) (p. 17) 
So, Peirce’s Firstness is a category of consciousness where feeling enables qualities 
as experience – it is the ‘aesthetic’ experience as whole. Secondness is volition 
actualised through experience and is experience as interaction, and Thirdness  
enables continuities to be experienced, where experience is meaningful. Phrasing it 
another way, the cohesion of Figure 6.2 is in the links or movement between the 
‘aesthetic’/emotional, the practical/volitional and the intellectual/cognitive modes  
to provide a structure for continuity, which is meaningful experience. The movement 
Dewey describes above is clear on the process of reflection, the relation between 
what we try to do and what happens as a consequence. Thought helps us to attribute 
meaning to these transactions. However, Quay (2013) indicates a five-step process  
of reflective experience which more closely focuses on interpreting, in Deweyan 
terms, that Firstness of ‘aesthetic’ experience, as non-reflective experience (see 
Figure 6.3 below), as a potentially transformative experience within the portfolio  
and this thesis. 
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Figure 6.3: Dewey’s non-reflective and reflective experience as a process (Source:  Quay 2013 Figure 2.1, p. 28) 
From the acknowledgement of confusion and doubt, there is conjectural anticipation, 
a careful survey, elaboration of the hypothesis and a plan of action – doing 
something, as Quay puts it (2016, p. 1020). These are not fixed steps, there is a flow 
or state of flux particularly between trial and error (the practical and concrete)  
and distinctive reflection as abstract theoretical. The process from steps two to five 
is clearly within a problem-solving technique, and the process has echoes of Kolb’s 
experiential cycle. However, the ‘aesthetic’ experience of that first step in Dewey’s 
reflective process is actually pre-reflective, as a response to perplexity and 
incomplete situations and mirrors the learner entry into the storyworld model of  
the portfolio. That implication in an incomplete situation (Figure 6.3) is a perplexing 
and confusing first experience of entering the digital space. The purpose of this 
disruptive encouragement to be uncertain is to encourage the learner to relax into  
the feeling and emotion of an imaginative response, ‘an in-between realm of 
learning’ as English calls it (2016, p. 1050). My intent is to enable the learner to 
pause in a pre-reflective sense of experience as whole or sheer totality, to use the 
terminology of Figure 6.2, rather than rush into the reflective experience of trial  
and error or distinctive reflection. The steps two through five in Figure 6.3 are  
a clear pattern of reflection, but both steps one and six are not reflective, and  
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this is where Dewey argues that cognitive experience must originate and be resolved. 
There is a qualitative quality or character of a situation where it commences as 
confusion and doubt (pre-reflection) and comes to a post-reflective resolved  
situation (Quay 2016, p. 1021).  
This is what Dewey describes as the ineffable experience, or consummation of  
the experience, and what I believe is reflected in transformation through poiesis  
in the portfolio. It is an immersion in the digital worlds as not just a problem  
to be solved, but existing or being within a moment, where the feeling or emotion  
of confusion or perplexity is the first awareness of the experience. That experiential 
‘aesthetic’ or non-reflective moment is the beginning of the immersive experience 
for the digital world learners. This is cohesive for the portfolio in acknowledging  
a movement from non-reflective to reflective enquiry arising from trial and error 
towards cognitive thought and reflection on the process. The end result is a 
transforming sense of individual growth and social imaginative interaction  
through the stories.  
Dewey (1916, p. 76) talks of education as the ‘reconstruction or reorganisation  
of experience which adds to the meaning of experience, and which increases ability 
to direct the course of subsequent experience’. Dewey is interested in a growth  
of capacity, developing meaning through experience, which can be built upon.  
This process of growth arises from interaction with the natural environment – other 
people, social communities, the world around the learner – and what is worthwhile  
is the ‘transformation or reconstruction of experience, self-realisation, growth’ 
(Pring, 2007, p. 25). Pring (2007, p. 24) believes the growth of capacity is through 
increased knowledge, understanding and skill. The learner is enriched in some way. 
Dewey saw no end to this continuing transformation as a philosophy – unlike  
the process of education, where ends are seen as acquisition of particular,  
well-defined forms of knowledge. Growth, within a philosophical context, leads one 
to think, experience and feel differently.  
The result of studying Quay’s five steps (or the six steps in Figure 6.2 which include 
the post-reflective phase) of Dewey’s ‘aesthetic’ and reflective experience enables 
clarity in developing the reflective enquiry experience. This reflective enquiry moves 
between the experimentalism of concrete experience (trial and error) and the abstract 
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or cognitive thinking of reflective experience, commencing and finishing with  
non-reflective steps.  
The continuity of growth towards Dewey’s term consummation – the moment  
or experience when the idea or concept translates into the learner’s mind  
as having meaning – is, for Dewey, within a timeline, or temporal process moving 
through the reflective enquiry. This is interactive as a movement of action/reaction  
in the problem-solving space, as well as interaction with existence in broader terms. 
However, the non-reflecting space or ‘aesthetic’ experience itself is not spelt out 
within Dewey’s pragmatic philosophical terms. He acknowledges ‘To esthetic 
experience, then, the philosopher must go to understand what experience is’  
(1934, p. 274), but he then stops at intellectually interrogating this in a  
similar way to reflective enquiry. Comparing ‘aesthetic’ experience to reflective 
experience is seen by Dewey as ‘the problem of experience’ (1929, p. 299, original 
emphasis) because of the distinction he has made between the instrumental of  
logical pragmatism, and the final consummatory non-reflective ‘aesthetic’ 
experience (Quay, 2013, p. 60).  
Quay (2013) argues,  
For Dewey the relation of means-consequence (interaction) is the foundation for 
both art and science. In art it is submerged in the individual whole but in science it is 
exposed reflectively as interaction. (p. 61) 
Dewey separates ‘aesthetic’ experience as direct and immediate, as an individual 
whole, while reflective pragmatic experience is exploring the repeated,  
problematic or distanced/observed things as a condition of the actual experience.  
He moves towards qualitative or emotional thinking for the non-reflective or 
‘aesthetic’ experience and allocates that experience a value and position  
within his pragmatic philosophy, but he finds the ‘aesthetic’ experience  
a challenge to his pragmatic approach.  
That ‘aesthetic’ experience is where my interest is particularised, because  
my curiosity and research are centred on the moment in the portfolio where  
the learning is transformed. The ‘aesthetic’ and reflective experiences result  
in Dewey’s post-reflective consummation (Quay’s sixth step). Dewey (1938) 
believes growth through enquiry provides…  
…controlled or directed transformation of an indeterminate situation into one that is 
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so determinate in its constituent distinctions and relations as to convert the elements 
of the original situation into a unified whole. (p. 104-5) 
The original situation transformed into a unified whole is centred on the  
movement from pre-reflective to post-reflective consummation, an area of  
particular transformative interest. 
Heidegger’s Being-in-the-world as Be-ing 
The unified whole brings into consideration Heidegger’s philosophical concept  
of being-in-the-world. ‘The compound expression “being-in-the-world” indicates,  
in the very way we have coined it, that it stands for a unified phenomenon. This 
primary datum must be seen as a whole’ (Heidegger 1927, p. 53). Heidegger’s 
philosophical phenomenological concepts of Dasein and being-in-the-world provide 
an interesting counterpoint to Dewey’s pragmatism. Heidegger does not work in 
reflective thinking, but in a phenomenological analysis, a way of thinking based  
on a different way of considering time. There is time which can be a series  
of points on a timeline moving from past to future (pragmatic), or the time of  
being-here, with a future and a past in the present as a phenomenological sense  
of time (Quay 2013, p. 103). Heidegger’s phenomenological starting point is  
to remember be-ing, not as something in the past, but as something that is  
‘always already: be-ing’ (Quay 2013, p. 103). The phenomenological approach  
of Heidegger is like a pathway, as opposed to a logical scientific (or pragmatic) 
approach, ‘moving from an interactional awareness of beings to an awareness  
of the simple qualitative whole of being-here, Dasein, a remembering of be-ing’ 
(Quay 2013, p. 104). 
Heidegger, in elaborating on Dasein, places human beings in the midst of other 
beings and entities in their world, to know or experience that world not in an 
objective sense but as being already in the world. Heidegger (1927) states: 
But Dasein is “in” the world in the sense of a familiar and heedful dealing with the 
beings encountered in the world. Thus, when spatiality is attributed to it in some way, 
this is possible only on the basis of this being-in. (p. 102) 
As Large (2008, p. 26) describes it, the concept of Dasein is liberating us so we are 
‘experiencing our world as it appears rather than as we think it should’. The digital 
storyworld of the portfolio is a ‘virtual’ world, based on situations in the real world. 
It invites the learner to enter into this digital world or situation through the portal  
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of storymaking which requires the learner to be immersed in the situations of that 
digital world – the characters, the setting, the events as set up in a range of media. 
The encouragement is to be in the world, in a similar way to Heidegger’s Dasein 
centred on being-in-the-world, that is: to be centred on experiencing the world as  
it appears, not as they expect it. Heidegger (1927) explains: 
As being-in-the-world, Dasein has always already discovered a “world”. We 
characterized [sic] this discovering, which is founded in the worldliness of the world, 
as the freeing of beings for a totality of relevance. (p. 107) 
By being freed through discovering as being-in-the-world to experience the totality 
of relevance, ‘the spatiality of Dasein is not geographical but lived’ (Large 2008,  
p. 57). Heidegger’s view of understanding, as interpreted by Bolt (2011, p. 23),  
is not as a cognitive faculty or contemplative knowledge of the world, ‘but the  
concrete experience of being-in-the-world’. Transforming the learning into  
knowing ‘is a mode of Dasein which is founded in being-in-the-world’  
(Heidegger 1927, p. 62).  
Praxis and poiesis, in the terms of this thesis, are experiential processes which 
feature in the digital storyworld model arising from the Deakinopolis portfolio.  
They are grounded in immersion into the digital world, a being-in-the-world 
experience. Praxical knowledge (learning from action or doing), may be 
understanding through the artefact/artwork itself, a tacit knowing and/or the  
actual process and what it reveals in the way of insights. ‘Our awareness of  
the world increases through our practical involvement in it’ (Bolt 2011, p. 173).  
This practical involvement is what I have termed immersion in the digital world,  
which Heidegger may call being-in-the-world. For Clark (2002, p. 17), the  
non-reflective, non-theoretical understanding ‘arises out of another mode of 
understanding …the practical, pre-reflective understanding of the world and  
each other in which we actually live, as engaged beings going about our  
daily tasks’. The learner entering into a situation in the digital world and  
developing differing perspectives through taking social advocacy positions,  
is experiencing praxis arising from the non-reflective, non-theoretical  
being-in-the-world and becoming practically involved.  
 
Poiesis is a process encouraging openness before the things that are present, acting  
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as a transformative process of bringing something out which was not previously 
there, in the terms of this thesis. ‘By pausing our wilful efforts and “just looking”  
at things, we uncover them as objects that are “at-hand” before us’ (Richardson 
2012, p. 121). Dewey (1916) called this transformative process the unified whole  
of pre-reflection, Heidegger (1927) conceptualized it as being-in-the-world or being-in a 
world, experiencing it as it exists and discovering its relevance to the person’s sense of who 
they are. The possibilities for transforming or translating that experience of being-in-the 
world exist for what Quay (2013, p. 196) calls the threefold of occupation: be-ing, doing 
and knowing.  
Be-ing, Doing and Knowing 
The portfolio’s digital world encourages being-in-the-world for the learner,  
or having that moment Dewey considers the non-reflecting experience, where  
the ‘aesthetic’ experience is centred around problems that awaken curiosity,  
that are formed from the ‘aesthetic’ moment. To resolve the problem, there is  
a need for continuity – the process of completing the trial and error and abstract 
cognition towards a final consummation requires effort. The effort is involved  
in reflective thinking to overcome problems and maintain the continuity  
of the occupation.  
Quay talks of a coherent philosophy which is centred on Dewey’s definition  
of occupation, as what Quay (2013, p. 196) calls the threefold of occupation:  
be-ing, doing and knowing. Dewey (1916, p. 361) calls an occupation  
‘a continuous activity having a purpose’. Teaching through occupations means  
those occupations are ‘constituted by both interest (phenomenological) and effort 
(pragmatic)’ (Quay 2013, p. 172). Occupation in this sense may be debated as a 
project, ‘a whole-hearted purposeful activity proceeding in a social environment’, 
according to Kilpatrick (1918, p. 320). Human interests and human purposes  
engage the learner in an occupation: the project, which is entering into a digital 
storyworld based on their own lived or potential experiences or engagements with 
the world. Their interest in this storyworld becomes phenomenological, having a  
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worth beyond the immediate pleasure of completing it. That is a transformative 
experience of poiesis. 
Interest (‘aesthetic’ experience) and effort (reflective experience) are logical  
ways to view occupations and an experiential philosophy of education. The 
phenomenological approach of being-in the experience, the digital world, adds  
the dimension of be-ing or existing within that digital world. The portfolio project 
was clearly centred on developing interest through care (commitment and 
motivation) and encouraging a sustained effort (immersion and engagement). 
Dewey’s three modes of practical (doing), cognitional (knowing), aesthetic (being) 
constitute a unit of experience which Quay (2013, p. 197) transposes into the 
‘threefold of occupation as be-ing, doing and knowing’. Quay believes this threefold 
conceptualisation embraces a deeper and more inclusive level than that which 
emerges from such dichotomies as child/curriculum, individual nature and social 
conflict. ‘This deeper level is be-ing: being-in-the-world as being-a-possibility’ 
(Quay 2013, p. 197). Henry James (quoted in Malouf 2008) states: 
Experience is never limited and it is never complete; it is an immense sensibility, a 
kind of huge spider’s web of the finest silken threads suspended in the chamber of 
consciousness, and catching every airborne particle in its tissue. It is the very 
atmosphere of the mind. (p. 9) 
Transformation, within the experiential terms of the thesis, is being in an immersive 
process where the entry into a situation (for instance, the digital storyworld’s social 
advocacy scenario) is imaginatively engaging through being-in-the-world sensorily 
and cognitively. The initial situation presented nonsequentially challenges learners  
to tie together or synthesise sensory or cognitive experiences into the cohesion of 
meaning-making. Imagination, the leap made accessible by being-in-the-world and 
through the nonreflective Deweyan ‘aesthetic’, allows for experiential learnings 
which may be sensory, or intellectual/cognitive, or some combination of these. 
Transformation shows itself in the use of the imagination to apply the sensory or 
cognitive learnings. The digital storyworld ignites the doing and making through the 
situation and the learner who enters into that situation (the storyworld). Experiential 
learning is centred on the relationship between learner, experience and object.  
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Conclusion 
The transformative experience of an experiential educational philosophy  
within this chapter considers experience as both a praxical and poietical process. 
These processes are based on the relationship between the learner and the digital 
world, and its capacity to ignite the doing and the making within a particular 
situation or place.  
Chapter 7 Digital Leaps: Portals and Platforms researches the nature of the digital 
world environment and context that is central to igniting transformative experience, 
while Chapter 8 Transformative Learning through Digital Storyworlds focuses 
particularly on the nature of storytelling in this digital environment.  
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Introduction 
In Chapter 6, the research analysis was focused on an experiential educational 
philosophy that underpins transformative learning, engaging processes of praxis and 
poiesis through be-ing, doing and knowing (Quay 2013). Chapter 6 considered the 
digital world of the portfolio as a being-in-the-world (Heidegger 1927) experience 
which brings the learner, object and situation together. In this chapter, the research 
exploration is focused on the nature of the portfolio’s digital storyworld within its 
contexts of higher education and a contemporary digital environment. The chapter 
positions and defines the portals and platforms as central to the digital environment. 
The focus on the digital world considers in this chapter how the portals – the ways of 
entering the worlds – and the platforms – the environment or accessible space of the 
digital worlds – enable the imaginative transformation, the leaps within and around 
that digital world. In Chapter 8, the focus transfers to defining the storytelling 
transformative leaps of that digital world. 
The first section in this chapter, the higher education context, considers how the 
experiential learning approach is applied to higher education within the 
contemporary context of uncertainty and a knowledge society. The second section 
looks more closely at the tertiary learner positioned in a digital age and evaluates the 
individual characteristics and social contexts for these learners to engage 
imaginatively in digital environments. The third section has a focus on the digital 
storyworld of the portfolio and engages with both virtual storyworlds and the 
portfolio representations of a portal and platform that enable transformative learning 
experiences. 
The Contemporary Higher Education Context  
The contemporary higher education context for the digital storyworlds of this thesis 
presents many challenges and potential tensions for both the educator and the 
learner. Laurillard (2007) talks of the challenges of the knowledge economy or 
society as having ambitious aims:  
…personalized [sic] learning, higher attainment standards, wider participation and 
improved retention in further and higher education, closer relationships between 
education and the workplace, lifelong learning, a more highly skilled workforce for 
Chapter 7 Digital Leaps – Portals and Platforms  
 
  
180 
our knowledge economy. (p. xv) 
Most of these aims can be linked to aspirations directed to the educator and delivery 
of quality programs through a responsive university environment. However, the last 
three – the education/workplace links, lifelong learning and a skilled workforce for a 
knowledge economy – have been strongly influential on the development of this 
folio thesis and the portfolio because of their emphasis on links between preparing 
for an economy based on knowledge and relevant work-based learning.  
These aims are major sources of tension within higher education, because of two 
aspects. One tension is the increase of student numbers going on to higher education 
with resultant pressure of expectations of finding professional jobs after graduation, 
and the requirement for a learning approach which will achieve this result. Beetham 
and Sharpe (2007, p. 3) talk of locating the new technologies within ‘proven 
practices and models of teaching’, and I have interrogated experiential learning as 
being a practice of teaching to achieve learner skills, grounded in work-related 
learning. The technology of the digital storyworld is flexible in its applications, 
accessible to multiple levels of student expectations and skills, and provides an 
experiential work-based learning approach. The second tension related to this 
portfolio development is the movement of some aspects of higher education delivery 
of programs and courses out of buildings and traditional classrooms to what Peachey 
et al. (2010, p. 91) refer to as mobile ‘third places’, which are neither home nor 
work. These are often mediated by technologies, and may include e-learning, cloud 
learning, Massive Open Online Courses (MOOCs) or immersive digital world 
learning spaces such as Second Life. The digital storyworld is actually not 
dependent on buildings or mobile third places, and that is one of its strengths. It is 
open-source, accessible on any internet with no downloading problems, with no 
issues of overloading by numbers participating or entering the world at any one time. 
There is very little training required to operate within the world. The storyworld is 
flexible enough to be turned towards a mobile learning situation or a bricks-and-
mortar traditional learning course.  
Experience and Uncertainty  
My analysis of the Deakinopolis portfolio’s potential applications for contemporary 
higher education has taken a central focus on experiential learning. Experiential 
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learning in a contemporary higher education context is often aligned with work-
based and work-integrated learning (as discussed in Chapter 6), leading to work-
oriented programs and professional work outcomes. These outcomes are related 
within university teaching and learning frameworks to graduate outcomes, which can 
be measured by data such as graduate employment, learner satisfaction surveys 
related to relevant teaching objectives and learner perceptions of relevance of the 
outcomes to professional opportunities. Biesta (2010, p. 5) believes ‘the 
measurement of educational “outcomes” can never replace answering the question of 
purpose in education’. He finds the concept of an evidence-based educational 
practice based on what he terms a scientific knowledge about ‘what works’ as 
‘educationally problematic, practically unworkable and ultimately anti-democratic’ 
(2010, p. 6). Evidence or research tells the learner what has been discovered or 
worked, more than what will work (Biesta 2010, p. 41).  
The purpose of education, for Biesta (2010), is not about ‘what works’ but about ‘an 
approach in which technical questions about education can be addressed in close 
connection with normative, educational and political questions about what is 
educationally desirable’ (Biesta 2010, p. 49). Biesta is proposing that the educator 
looks further than an evidence-based education approach, towards questions that 
challenge what is educationally desirable and that lead to what he calls intelligent 
action. This incorporates what Dewey (1922, p. 132) calls ‘the dramatic rehearsal (in 
imagination) of various competing possible lines of action’. Biesta calls for a 
pedagogy of interruption, to encourage learners who are ‘fully autonomous and 
capable of exercising their intentional agency’ (Usher & Edwards 1994, p. 24–25)  
to take risks. As they are learners who ‘come into presence in a world of plurality 
and difference’ (Biesta 2010, p. 80), their potential to be self-motivated and self-
directing is a part of the educationally desirable outcome of taking on agency for 
their decisions.    
Risk, taking agency for decisions and considering different lines of action suggest 
the leaps of experience that are central to this thesis. For D’Agnese (2016), Dewey’s 
concept of learners’ leaps as being leaps from the known into creative thought 
(Dewey 1916, p. 186) suggests exploring possibilities rather than certainties. 
D’Agnese (2016) argues that, following on from Dewey’s sense of this jump or leap 
that goes beyond what is given in experience, there is a need to incorporate this 
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uncertainty, or else ‘we would not have the new, and we would therefore not have 
growth or education’ (D’Agnese 2016, p. 82). D’Agnese (2016) states: 
To the extent that we engender new experiences by education, such experiences, in 
being future-oriented and prospective, are by definition unpredictable – which is why 
we cannot encompass experience. Therefore, if we could predict in advance the 
outcomes of experience, we would not have newness, and, thus, we would not have 
education – which is why uncertainty is essential for education to happen. (p. 85)  
Uncertainty reflects the real world mirrored by the digital storyworld scenarios, 
enabling leaps towards experiences which would be new for the learners. I see 
situations, moments when a new experience or event is inserted, as opportunities to 
leap over the expected events of that digital world and encourage coping with the 
unpredictable in the experience. ‘Dewey’s attention and care to preserve the 
openness and the uncertainty of the educational endeavour itself and the ever-open 
realm of possibilities that education engenders’ (D’Agnese 2016, p. 86) encourages  
a way to shape learners for an uncertain future experience. 
In his review of Dewey’s emphasis on an ‘essential uncertainty of thinking’, Vasco 
D’Agnese (2016, p. 84) believes this focus, for the learner, will lead to greater 
educational agency through working to position ‘educational, intentional agency 
away from control and mastery and in the direction of growth and openness’. There 
is growth in moving into the unknown, in celebrating openness. The portfolio does 
not provide endings or beginnings. There are multiple entry and exit points, which 
are dependent on the learner/narrator’s entry into the world to develop their synthesis 
skills across different media and mini-worlds, and to activate their doing and making 
with differing points of view and perspectives.  
The Deakinopolis portfolio works on cultivating a series of advocacy or 
communications issues or scenarios in the digital environment, to challenge and 
encourage ways of thinking and telling story from differing perspectives. Within that 
story development and the reflective uncertainty of taking a leap into the experiential 
moment, there is a risk. As Dewey (1916, p. 174) says ‘[a]ll thinking involves a risk. 
Certainty cannot be guaranteed in advance. The invasion of the unknown is of the 
nature of an adventure’.  
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Uncertainty and employment 
Uncertainty is integral also to the future projections of types of employment for the 
learners, particularly in professional occupations such as communications, public 
relations, writing and editing or the creative arts in general. The higher education 
sector is grappling with a rapid movement in technologies where people’s 
opportunities for lifetime jobs are disappearing. Future graduates will need skills 
which are part of the knowledge economy, potentially leading to a career history of 
freelancing/contractual modes of work. To be responsive to the uncertainty of their 
workplace, learners will need to acquire literacies and knowledge which are 
transferable and mobile, and potentially lifelong as the knowledge economy adapts 
and changes.  
The features of the portfolio are related to its capacity to focus on an experiential 
philosophy of education which empowers large numbers of different learners within 
a digital environment, challenging them to embrace uncertainties, experience the 
risks and unpredictability and problem solve to develop their own story changes. 
Those potential digital stories are placed within the portal of social advocacy, a 
framing or entry point is the narrative storytelling of the learner on a platform which 
is easy to access and navigate, and able to be replicated by the higher education 
institution across technologies and work-oriented situations. The portfolio 
emphasises unpredictability and openness as a philosophical and learning approach 
to encouraging experience of the new in both the individual and social environments 
of higher education learning.  
Socio-technological change and higher education 
One of the largest pressures on higher education in both the areas of pedagogy and of 
adjusting to change in a knowledge society of the future has been the rapid uptake of 
technology in both desktop and mobile forms. Facer (2011, p.4) advocates for 
rewriting the relationship between education, socio-technical change and the future. 
The socio-technical changes, and the argument Facer (2011, pp. 11–14) makes for a 
more responsive and relevant higher education model are based on nine assumptions, 
which I have summarised and extended here. Computing power will be more 
accessible and cheaper, and there will be ubiquitous computing with merging of 
digital and physical artefacts – art installations are already working with this merging 
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capability. A large majority of people will be able to access audiovisual 
communications such as Skype or similar open-access software. Social networks will 
move across adaptive machines and develop educational uses, mobile apps or 
communications options. These networks will include personal, social and 
institutional value or capital, and can be both formal and informal, blurring the lines 
between social and learning spaces. Key issues for the future will be energy, mineral 
resources and climate warming. The biosciences will continue to make unpredictable 
breakthroughs for stories about ourselves; and with the population ageing globally 
there will be potential inequities of resources and international migration, as well as 
radical national and global inequalities. These are all elements of uncertainty that 
suggest a future as ‘a dynamic and emergent reality’ (Facer 2011, p. 5). 
Developing resources that are relevant both to the socio-technological assumptions 
above and to a higher education model, which is struggling to adapt at the same pace, 
is a challenge that has been met in the portfolio by working within a very adaptive 
digital environment. Instead of attempting to keep up with the technologies, the 
decision was made to keep the platform simple and easily accessible across 
technological change, while focusing on the portal or entry point as networks of 
learners being socially connected and challenged through the uncertainty of endings 
or outcomes. This uncertainty is intended to develop learners’ ways of thinking 
within a higher education sector that cannot confirm the current jobs they are being 
prepared for will exist in their future.  
In any social environment of disruption and uncertainty, and of rapid technological 
change such as is being experienced within contemporary social and educational 
contexts, there are structural inertias within society, working against or resisting 
change. To adapt to future change may involve collaborative social networking and 
social advocacy or public debate through technological adaptation. This adaptation, 
for Facer (2011, p. 9), involves a responsibility to question whether those socio-
technical developments contribute to the role of creating a fairer and more equitable 
or democratic future, which may ameliorate those inequities identified at both local 
and global levels. In discussing the narratives of ‘technology-led change’, Facer 
(2011, p. 7) argues for the adoption and adaptation of technology purposes, as a 
‘process of “co-production” between the potential capabilities of the technologies 
and the ways in which they are perceived and taken up in the social context’. This 
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kind of growth will have no connectedness ‘if we rely on networked knowledge and 
not on a “textured networked knowledge”’ (Oliverio 2015, p. 63). Oliverio (2015, p. 
64) argues for a textured network which may dovetail ‘the logic of the book with that 
of the web’, taking the convergent cultures of both. It is not enough to proliferate 
new cultures of learning without interpreting education ‘as a cultural enterprise’ (p. 
64). In addition, as Henry Jenkins (2006, p. 15) states, media change engages with 
technological change at various cultural levels, as ‘media convergence is more than 
simply a technological shift’. 
The above is a summary of current tensions in the socio-technological changes 
within which the portfolio sits. Some of these assumptions are particularly relevant 
to the shaping of the virtual worlds and their design as flexible and long-lasting 
resources. 
Responding to the Socio-technological Challenges   
Facer’s commentary was published in 2011, but there is no doubt that technology has 
already leapt past some of these assumptions into verifiable developments. Mobile 
ubiquitous technologies (the mobile phone as social media communicator, learning 
space, information linkages) are now available to learners who can be engaged and 
available 24/7, anywhere and anytime. Adaptive technologies are becoming more 
readily available and usable. There have been developments via biological science 
which further the research in immersive wearable three-dimensional devices in this 
area to complement possible educational or entertainment uses. For example, Oculus 
Rift owned by Facebook, and HoloLens of Microsoft are exploring 
augmented-reality headsets, just two examples of technological work on immersive 
three-dimensional wearable devices. These are immersive in the augmentation of the 
reality of layers of information provided, rather than immersion in a virtual created 
world.  
Dede (2010, p. xvii) argues for encouraging what he calls ‘telepresence’ using 
immersive media. Dede (2010) supports changing or adaptive uses of immersive 
media or technology for the contemporary learner, emphasising that it is not possible 
to have a single best medium. These adaptive technologies are coming closer to 
existing side-by-side with forms of distance education, particularly utilising 
immersive worlds such as Second Life in recreating historical settings and events. 
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I was intrigued by the entertainment value of ‘seeing’ a jazz festival in New Orleans, 
being able to see around corners and wander into buildings which gave me historical 
information about the beginnings of jazz in New Orleans. However, I’m not sure 
how educative this experience was, as a distance or e-learning event. Hanna (2000, p. 
347) suggests the challenges that exist within distance education: ambiguous 
boundaries, the space and place of where people learn; the combination of 
interdisciplinary programs, technological competence and ability to innovate; and 
networking/collaborations, which move across not up and down. These networks are 
more socially connected, and the space and place are more mobile and interwoven 
with social communications. ‘The ever-increasing use of the Internet, mobile 
communication, and social media networking has catalysed a revolution in social 
connectedness that has come about largely since the year 2000’ (Chayko 2014, p. 
977). It is not safe to assume that what we do online displaces our offline time. ‘Most 
people utilize [sic] online connectedness to build, bolster, and give new dimension to 
face-to-face interactions and communities’ (Chayko 2014, p. 983).  
Tapscott and Williams (2010) see change for higher education as not just an option, 
but ‘imperative’: 
Universities are losing their grip on higher learning as the Internet is, inexorably, 
becoming the dominant infrastructure for knowledge – both as a container and as a 
global platform for knowledge exchange between people – and as a new generation of 
students requires a very different model of higher education. (p. 18). 
I’m not convinced that a different model of higher education – the ‘dominant’ 
infrastructure of container and global platform – will provide a stronger grip by 
universities on higher learning. Raschke (2003) is arguing for a reshaping of the 
higher education sector, linking the convergence of digital technologies with the 
foreshadowing of an entire new way in which the human mind itself develops, and 
experiences the world; Raschke (2003) states:  
[Teachers in higher education] have ferociously resisted the process that has taken 
hold by now in all other sectors of the digital society, whereby centralized [sic] 
management and ‘top-down’ authority is replaced by non-sequential and coactive 
networks that rely far more on the efficiency of communication than command and 
control. (p. 4).  
The portfolio development of nonsequential networks has been a blended and 
emergent approach, in the sense that I expect the tertiary learners to move between 
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online and offline both socially and in educational technology settings. There are 
what Chayko (2014) terms interpenetrations between online and offline. ‘Those who 
have grown up immersed in digital technology often see the online and offline as 
melding seamlessly’ (Chayko 2014, p. 984). This has led to a capacity for tertiary 
learners to move seamlessly into and out of the digital storyworld of the portfolio, 
and to communicate with the digital world community by whatever model they find 
most comfortable – a Facebook page, the mobile phone, a discussion board.  The 
creative or experimental approach to establishing a model of networks and a 
community through the portfolio is striving for a more open and creative approach to 
that movement into and out of the portfolio world. As Waddington (2015, p. 15) 
describes the process, it is ‘ the messy, flexible, productively chaotic experiences of 
children growing a garden together, in which learners gradually become more 
sensitive to the complex natural environment’.  
Finally, in this section, I will focus on the work opportunities that may arise through 
these socio-technological changes. Facer (2011) quotes Wu Qidi, the then Vice 
Minister of Education for the People’s Republic of China, arguing for creative 
industries: 
The real wealth of humankind is ideas, knowledge, and creativity – which come from 
human minds. With the development of the knowledge economy this becomes more 
evident. Therefore, in order to vigorously promote the knowledge economy we should 
not only develop new technologies but should energetically develop creative 
industries. (p. 77) 
This combination of human mind and new technologies is facing an uncertain future 
for the stable work opportunity. Facer (2001) indicates the gap within a highly 
polarised workforce competing for limited knowledge-based opportunities after 
achieving their higher education qualification. The ‘return on educational investment 
does not guarantee security and reward’ (2011, p. 77). There is the promise through 
higher education of being able to work anywhere around the world, but there is an 
immediately employable top level and ‘the rest’ as a second tier, trying to compete 
with graduates with similar high-level communication, team work and personal 
skills. This has the potential to lead to an increasingly casualised workforce, where 
inequalities and employment competition ‘have the capacity to erode the social 
contract, as the poorest people are resented … while the remainder seek to maintain 
their work in an increasingly insecure and risky environment’ (2011, p. 80). In this 
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tension between the traditional and strategic future possibilities, ‘…the orthodox 
future we are using as a basis for designing our education systems at present is a 
myopic, largely implausible and highly selective vision of the future’ (Facer 2011, p. 
87). Facer believes the education environment needs to be networked across new 
public spaces, including online spaces. There have been indicators of social change 
such as citizen journalism, which leads to more transparent information sharing (and 
manipulation), and greater two-way streams of communication, such as between 
local councils and their constituents, where the local people are activated. All higher 
education institutions, from the most traditional through to the most innovative are 
feeling the pressure of adapting to a learning which is mediated by peers and experts 
more than the ‘gatekeepers’. The future learning environment is fluid, chaotic and 
potentially anarchic, and needs resources which will match the fluidity, and which 
ride the wave of the potentially chaotic and anarchic – undoubtedly uncertain –  
world of the digital learner.  
The Tertiary Learner in the Digital Age  
The question to consider for the tertiary learner is what individual characteristics are 
needed for the social and digital contexts within which they operate.  
As a part of the knowledge revolution, mass education and access to a digital 
delivery of higher education, the contemporary learner is assumed to be digitally 
literate and keen to learn through a flexible and responsive socio-technological 
higher education environment. Facer (2011), however, talks about this digital 
landscape affecting learners because of the fragmentation of learning, the concept of 
anywhere, anytime, which means traditional transmission of learning within 
buildings or campuses may not be the default position. This may amplify informal 
learning. ‘For young people to move from roles of participants in digital spaces to 
critical readers and active agents usually requires bridges to be built between 
participation, critique and production’ (Facer 2011, p. 19–20). It is not simply a 
matter of providing a digital world with bells and whistles to encourage that 
participation, it is the blend of being a participant, thinking or reflecting and 
producing.  
The tertiary learner is, according to Gee (2000) a portfolio person. Gee (2000, p. 61) 
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discusses the need for adaptability and flexibility, to rearrange skills and experiences 
to ‘“shape shift” into the “right” kind of worker-partner-team member required by 
every new project … in fast changing circumstances’. This learning is about 
producing and transforming knowledge, actively adapting to the purposes of the 
projects. For this, learners need ‘embodied experiences of authentic and meaningful 
social practices involving talk, texts, tools, and technologies … that help one imagine 
contexts’ (Gee 2010, p. 67). The portfolio is not only predicated upon preparation for 
a work world, it provides an imaginative and creative context for embodying the 
experiences to encourage imaginative engagement. 
Assumptions about Digital Natives  
Walker-Gibbs (2003) demonstrates many labels for this generational range of digital 
natives and immigrants (to quote Prensky’s initial metaphoric dualism of 2001): 
In my research on this topic I have been bombarded with various terms and categories 
such as: Boomers, Generation X, Generation Next, MTV Generation, Nintendo 
Generation, Echo Boom, Net Gen, Gen Y, Nexters, Me Generation, Screenagers, 
Baby Busters, 13th Generation, Millenials [sic] and Generation 2001 to name a few. (p. 
118) 
I could add to those, ‘homo sapiens digital’ (‘an emerging digitally enhanced person’ 
according to Marc Prensky [in Thomas 2011, p. 19]) and the neomillennials 
described by Charles Dede (2005).  
I have started from a definition which is based on Walker-Gibbs’ (2003, p. 120) 
analysis of generations. She sees them as Baby Boomers, Baby Busters and Echo 
Boomers, and uses Tapscott’s (1998, p. 21) definitions of these generations as 
‘Boom – January 1946 to 1964 .... Bust – January 1965 to December 1976 .... Echo – 
January 1977 to December 1997’. Hugh Mackay (1997) defined the younger 
generation of Echo Boomers as those ‘born into a society experiencing such radical 
and relentless social, cultural, economic, and technological change that it is fair to 
describe it as a society in the process of reinventing itself’ (Mackay 1997, p. 11). 
There is a general concern about the term ‘digital native’, and Thomas (2011) 
collects a range of opinions that then attempt to deconstruct the concept. The 
argument for digital natives – at this point reconceptualising them as Echo boomers – 
has a propensity to overstate the differences between generations and understates 
their diversity (Thomas 2011, p. x). There is no doubt that using a digital world was 
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intended to encourage those learners who enjoyed gaming, but it was also intended to 
explore potential stories in a multimodal way. It has been important to provide digital 
access to learners at all levels of commitment to a digital world.  
The model of the digital world was not predicated on ‘a one-size-fits-all mentality, 
[which] assumes that knowledge can be disseminated to all learners regardless of 
individual differences’ (Thomas 2011, p. 6). In the early stages of development, I 
explored both Prensky’s digital native and Dede’s work on neomillennial literacies, 
as has already been indicated in Chapters 3 and 4 of the portfolio, and also in 
Chapter 5 Mapping the Terrain.  
There were, however, some generalisations about the sorts of ‘minds’ (Gardner 
2010) that would be valuable for the tertiary learner in this digital world space. 
Gardner (2010, p. 19) summarises these as ‘the disciplined mind involves depth; the 
synthesising mind entails breadth; and the creating mind features stretch’. These 
three ‘minds’ approaches have been incorporated into the portfolio of storyworlds. 
The Deakinopolis portfolio has been targeted to more than one disciplinary approach, 
whether it is the Bilby scenario or working-in-teams. Gardner (2010, p. 13) describes 
the mastery of more than one discipline as being ‘at a premium. We value those 
individuals who are genuinely interdisciplinary’, because there is the potential to 
understand other ways of exploring knowledge. 
I find the synthesising ‘mind’ one of the contemporary skills that is vital to higher 
education learners and a crucial element of my portfolio work. I have a strong sense 
of agreement with the claim made by Murray Gell-Mann’s (Nobel laureate in physics 
and multidisciplinarian), pertaining to the 21st century, described here by Gardner 
(2010):  
… the most valued mind will be the synthesizing [sic] mind – the mind that can 
survey a wide range of sources; decide what is important and worth paying attention 
to; and then put this information together in ways that make sense to oneself and, 
ultimately, to other persons as well. (p. 13)  
The synthesis has an originality, not simply a summary, that ‘gains power when it 
provides that sense of meaning, significance, and connectedness that so many seek 
today’ (Gardner 2010, p. 17). The creating mind is a cognitive way of thinking, 
which incorporates attempting new things, monitoring their success, looking 
continually for new ideas and working through apparent failures. It is about going 
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beyond the received wisdom and practice and accepting the risk that comes with 
failed attempts at this. The portfolio was premised on the learner taking risks by 
exploring more open scenarios, but still within a protected virtual creative 
environment. The learner was encouraged to create a response to situations. Gardner 
(2010, p. 17) combines the needs of discipline and synthesising into the creating 
mind, that requires ‘enough discipline and sufficient synthesis early in life in order to 
take the confident leap – to go beyond what is known, and stretch in new and 
unexpected directions’.   
Social Advocacy and Change  
In considering the starting point of the portfolio – how learners would be influenced 
by their ways of thinking as they entered the digital worlds – I was very much aware 
that the intent was that they would develop interdisciplinary approaches or templates 
centred on communications and persuasive writing but from very different 
professional content areas and work orientations. These included public relations, 
marketing, journalism, international studies, web/media communications, 
professional or technical writing, technology, business and nursing/health. My vision 
for Deakinopolis in its entirety was that it could provide a totally interrelated ‘world’ 
of practice – an interdisciplinary space, in other words.  The digital worlds in the 
portfolio needed to engage learners initially by providing meaningful tasks, 
meaningful in the sense that the learners could relate to them within their own 
expertise or knowledge and skills framework. The way to link this range of discipline 
or content areas was to integrate the tasks through a common aim or purpose, in this 
case, to develop stories or tasks of social advocacy. Reviewing Gardner’s (2010) 
emphasis on cultivating both the ‘minds’ listed above and an individual as a ‘full 
person’ led me to realise the force of this approach.  
Social advocacy promotes social inclusion, social justice and equality of opportunity. 
Its purpose, as defined by the Council of Accreditation, is that ‘Social Advocacy 
works to promote positive change and eliminate social, economic, and environmental 
injustice in social institutions, systems, legislation, and practices that affect 
individuals, families, groups, and communities’ (COA 2017). COA is a not-for-profit 
organisation dedicated to development of global standards across the human services 
area. In narrowing the focus, educationalists such as Beacham and Shambaugh 
(2007) saw advocacy as ‘both a teaching strategy and a learning outcome. Outcomes 
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could include learning more about a person, a people, or an environment; developing 
an affective stance, such as internalizing [sic] some value and acting upon this value; 
or improving the condition of the world in some way’ (2007, p. 316). It is 
empowering individuals, encouraging capacity to exercise their rights and to 
influence decisions that are made about their future. Social advocacy is about 
promoting change, to social systems and to individual situations. Its focus is on 
problem-solving and empowering or liberating people to have agency over their 
well-being, which blends well with Beacham and Shambaugh’s (2007) emphasis on 
problem-based learning.  
The social advocacy in the portfolio was focused on local communities that were 
attempting to change social situations. The site ourcommunity.com.au provides a 
community-based focus on developing advocacy skills, including collaboration, 
negotiation and persuasion. The Our Community manifesto states as its strongly 
community-based focus that it provides ‘[T]he estuary region where rigid order and 
random chaos meet and generate high levels of adaptation, complexity and 
creativity’ (2018). The manifesto statements incorporate the power of the community 
sector and human capital, as well as building stronger communities through working 
on social change. Principles of social advocacy, as developed within the portfolio, 
involve ethical action, respect for others in the social system, and being able to 
perceive positions other than the learner’s own. Advocacy at its best requires the 
capacity to move between different points of view and to work for the best interests 
of all involved in the social situation. By developing a series of tasks that were 
oriented to advocating for a local community group, for instance, learners were 
required to adapt to a specified point of view and persuade others to support the 
potential for social change related to the group. 
Digital and Other Literacies 
I moved to a digital environment from print-based scenarios for several reasons, as 
has been emerging. One of these was to engage learners who had been assumed to be 
digitally literate because of their generational positioning. Prensky (2012, p. 17) 
describes these as ‘growing up in a digital country or culture, as opposed to coming 
to it as an adult’. He finds the description of digital natives and immigrants as being 
less relevant than when he first coined the terms in 2001, and has moved to the term 
digital wisdom. He is arguing for digital extensions and enhancements, and a homo 
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sapiens digital who ‘accepts digital enhancement as an integral fact of human 
existence’, and is digitally wise in the way s/he ‘uses enhancements to facilitate 
wiser decision making’ (2012, p. 204). He believes digital wisdom has leaped over 
the gap between native and immigrant, with enhancement and extension providing 
more sophistication. The digital wisdom is about selecting what is appropriate, 
whether it is a live simulation or a wearable device that improves receptors. Prensky 
is looking at a future of digital literacy that will be as overwhelming as the 
information superhighway, and that will require such digital wisdom. Digital 
literacies ‘develop broader competencies, that enable people to ‘meaningfully create 
and interact with complex practices that locate literacy within “cultural processes, 
personal circumstances and collective structures”’ (UNESCO 2004, p. 6, in Sheridan 
& Rowsell 2010, p. 3). 
Overarching these digital literacies is information literacy, incorporating new media 
literacy, which includes cultural media and communication media (Lorenzo & 
Dziuban 2006, p. 4). The literacies present for the digital learner also include silicon 
literacies, ‘understanding how the different modalities are combined in complex 
ways to create meaning’ (Snyder 2002, p. 3). Multiliteracies advance the silicon 
literacies further, assuming a multimodal approach to learning. These multiliteracies 
‘encompass the multiplicity of communications channels and media’; and ‘the 
increasing salience of cultural and linguistic diversity (Cope & Kalantzis 2000, p. 5). 
As Carmen Luke sees multiliteracies, they are based on ‘notions of hybridity and 
intertextuality’ (Luke 2000, p. 73).  
In 2005, Dede wrote of contemporary learners as having an information-age mindset, 
as millennials or part of that Echo Boomer generation. He speculates that there are 
what he calls neomillennial learning styles, which I believe are more accurately 
termed neomillennial literacies. These are listed by Dede (2005a) as: 
• Fluency in multiple media and in simulation-based virtual settings 
• Communal learning involving diverse, tacit, situated experience, with knowledge 
distributed across a community and a context as well as within an individual 
• A balance among experiential learning, guided mentoring, and collective reflection 
• Expression through nonlinear, associational webs of representations 
• Co-design of learning experiences personalized [sic] to individual needs and 
preferences. (p. 10) 
Dede positions the digital world and learner most strongly within situated learning as 
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‘virtual environments and ubiquitous computing can draw on the power of situated 
learning by creating immersive, extended experiences with problems and contexts 
similar to the real world’ (Dede 2005b, p.15.5). Situated learning is important in part 
because of the crucial issue of transfer. Within the working-in-teams scenario of 
Kaleidoscope Consulting, this concept of transfer has been demonstrated by ongoing 
participants over the seven years it has been utilised. This scenario is probably one of 
the most transferable, not just to real-world settings, but also as an interdisciplinary 
model – it has been implemented across three faculties, Arts/Education, Science and 
Technology, and Business, with relevant, transferable underpinning stories. Part of 
its popularity is that it is immediately identifiable both as a complex selection 
process task and a real-world application. The participants in these worlds, and in 
Deakinopolis as a whole, have demonstrated ease with the neomillennial ‘literacies’ 
Dede lists above.   
The Digital Environment  
What is the role of a portal and platform for the digital world? This section will look 
more closely at Virtual Learning Environments (VLEs) and the differences that this 
examination reveals in relation to the digital storyworld model.  
There are resources for learning which move beyond the traditional university space: 
TED talks, open universities, folk educators (experts on the internet) and public 
services with an educational function (Facer 2011, p. 27). Games and virtual worlds 
provide playful digital environments that establish transitions or bridges into the real-
world problems and skills, as stated by Gee (2014): 
One of the promising things about games, simulations, and virtual worlds is that they 
allow us to create tools for foregrounding aspects of possible worlds (modelled 
usually on the real world in some sense) that can become niches for worlds. These 
worlds can then lead to debate about possibilities, innovation, transformation and 
change. (p. 109) 
This section will explore three-dimensional immersive worlds with focus on whether 
these immersive worlds are growing in use or being translated into other forms of 
digital learning spaces. This then leads to defining what a virtual world may be, to 
encompass the scope of immersive worlds and their potential for experiential 
learning. Gee (2014, p. 100) discusses video games as problem-solving spaces, 
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aligned to a real world which ‘is itself largely a set of problem-solving spaces, but 
much more “open-ended” (and consequential) than video games’. There are many 
subcategories of online spaces, but the two most general are game and social virtual 
worlds. By defining the virtual worlds, I will more closely differentiate the digital 
world space of the portfolio. 
Definition of virtual world environments 
Castronova provided in 2005 a definition of synthetic (or virtual) worlds as ‘crafted 
places inside computers that are designed to accommodate large numbers of people’ 
(in Peachey et al. 2010, p. 180). This is probably one of the simpler ways to consider 
them. Peachey et al. (2010) use Bell and Robbins’ (2008) operational definition with 
four traits, summarised here:  
• Virtual worlds are persistent – they exist even if someone isn’t logged in. 
They continue to progress in some real time scale.  
• Virtual worlds exist on wide area networks (WAN) – accessible on a large 
scale and not behind a firewall limitation 
• Virtual worlds are massively multi-user – not just a virtual space but a world 
– a global scale of users 
• Virtual worlds employ avatars to represent users – semi-autonomous agents 
represented in the digital space and capable of performing actions when 
commanded by a user. (p. xviii-xiv) 
The learner needs to have a motivation for moving from the concept of playing a 
game into social interaction with a common cause (problem-solving) and the 
capacity to use innovative content creation tools.  Peachey et al (2010) argue; 
Rather than experiencing content created by game designers, users in a social virtual 
world create their own stories and their own interactions, even where they are unable 
to create or form the environment itself. (p. xx).  
The Deakinopolis virtual worlds are about creating stories and interactions with the 
local communities created in them. There is a game-like fun element, but the key 
aspects that engage are the interpersonal relationships and identity creation (Bell, 
Smith-Robbins and Withnail 2010, p. 186).  
For games, the motivations and goals are to participate, to reach further levels of 
capacity, to find the end of the story/role playing game. As Bell, Smith-Robbins and 
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Withnail (2010, p. 184) apply Koster (2004), ‘the more limiting structure there is in a 
game, the sooner it will become stale …the more open-ended a system is, the greater 
its longevity’. A classic example of open-ended game system is chess. The social 
virtual world referred to by Bell, Smith-Robbins and Withnail emphasise not only 
this open-ended quality, but also the sense of fun. Bell, Smith-Robbins and Withnail 
(2010) apply Castronova’s definition of fun (2008) as a ‘pleasurable sensation 
attributed to an activity’ (Bell, Smith-Robbins and Withnail 2010, p. 183). Fun is 
obvious in a role-playing game – Castronova has criteria such as consumption and 
acquisition, fair returns on work and skill, creation of things and the self, mission and 
purpose, robust competition under equal opportunity, and risks and bargains (Bell, 
Smith-Robbins and Withnail 2010, p. 183). But what makes a social virtual world 
fun? Bell, Smith-Robbins and Withnail (2010, p. 187) indicate it is ‘the social 
interactions and the play of fluid identity creation’. Within Second Life, social 
interactions are central, and they are encouraged to be a source of fun. Within virtual 
worlds such as Second Life, all the participants ‘have the freedom to experiment 
with their digital identity, or persona, as they learn’ (Bell, Smith-Robbins and 
Withnail 2010, p. 189). Bell, Smith-Robbins and Withnail (2010, p. 190) believe the 
virtual Second Life education environment needs to encourage play with identity 
and require social interactions, to move away from seriousness towards frivolity.  
Second Life has not become mainstream as an online educational environment 
despite being used for more than a decade in teaching and learning, and the number 
of educators using it has diminished (Gregory et al. 2015, p. 3). This is despite the 
fact that Second Life worlds provide an alternative to bricks and mortar, and can 
assist in distance learning. Gregory et al. have explored perceptions, attitudes and 
experiences of teachers and there are central issues regarding technology and 
institutions. ‘Whether currently using virtual worlds or not, the respondents [to the 
survey] agreed that an institution that does not provide funding, technical or teaching 
support is the greatest barrier to the continued adoption of virtual worlds’ (Gregory 
et al. 2015, p. 10). The current popular application of new technologies is through 
MOOCs, which may ‘overtake traditional university teaching’ in the period between 
2017 and 2022 (Gregory et al. 2015, p. 10). 
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There are two elements I wish to draw attention to here. The first is that new 
technology is not always resourced and maintained, particularly if the institution 
does not invest in the ongoing three-dimensional virtual worlds. This can result in 
frustrations, and in the letting go of Second Life sites, for instance, once the 
‘champions’ of that mode of teaching are no longer at the institution to drive the 
usage. The second is that complex technology can be problematic. An intense focus 
on technology needs to be matched with the capability of the teachers to use it (Rix 
2010, p. 117). Rix is not convinced about the constantly ‘new’ technologies as 
drivers of economic and educational change, preparation for the workplace. He 
makes the counter claim for human interaction as being central to educational 
purposes, arguing, ‘the nature of all human experience is that it exists through the 
actions of others’ (Rix 2010, p. 120). Rix and Twining (2007, in Rix 2010) call for,   
…a collective education system which provides a creative educational approach, with 
a high degree of learner choice, that provides open access to all, can be explored on a 
long- or short-term basis across the lifespan in diverse sites and which provides just 
enough systemic regulation to encourage an engagement with learning. (p. 120). 
Returning to the micro view of Deakinopolis, I have deliberately used technologies 
for the digital world so that it can run on any platform with massive numbers of users 
and has simple access. It meets the requirements of the definition of Peachey et al. 
(2010) in its own idiosyncratic way. It is a two-dimensional world without avatars, 
and with an interactivity that is outside the digital world. The world is immersive 
imaginatively. The identity of the avatar/proponent in Deakinopolis is fluid but is 
centred on the play of the participant in the game of storytelling.  
Digital World Portals and Platforms 
Weller (2011, p. 6–7) talks of the digital scholar being digital, networked and open. 
He calls openness a ‘state of mind’ (2011, p. 7), a set of tools provided to encourage 
a culture of openness. This is where the portfolio sits, with technology or a platform 
that is fast, cheap and out of control, to quote Brian Lamb in Weller (2011, p. 9). The 
three characteristics, summarised from Weller (2011, p. 9), that ensure the platform 
for my portfolio, and two-dimensional imaginative worlds, can work are: 
• Fast – technology that is easy to learn and quick to set up – encourages 
experimentation 
• Cheap – tools that are free or freely (and cheaply) available, accessible to a 
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wide audience 
• Out of control – technologies outside of formal institutional control 
structures, more flexible and personalized, and democratized [sic]. 
Deakinopolis sits on a simple platform with open access and is easily found. 
Technology ‘is the enabler for maintaining relevance in a competitive market’ 
(Weller 2011, p. 27), as well as providing a great opportunity for a richer 
environment to explore change. Digital flexibility is central to the use of this 
technology. 
The concept of openness is interesting also in relation to the portal that Deakinopolis 
provides. The portal arose for each element of the portfolio from a collaboration with 
a graphic designer Tony Neylan, who has provided the technical support throughout 
this development. In simple definitional terms, a portal is a doorway, gate, or other 
entrance, especially a large and imposing one. When Anthony and I discussed the 
initial concept, we analysed how the portal had to be the nexus between the real and 
the virtual world, the point where learners entered a space, suspending disbelief and 
allowing the imagination to engage. So, in Newlandia, the island appeared as a 
treasure map, with little palm tree icons emerging to indicate where the story was 
hidden. In Bilby, the cars were all travelling on the road to this popular country town; 
in NewBilby the wind turbine and the birds were in some sort of tension. 
Kaleidoscope Consulting has several floors reached by an elevator with 
opening/closing doors. The illusions are not complicated, but the beautiful graphics 
developed by Neylan are not plastic: they open up the portal to a form of acceptance 
and openness to explore. The platform technology is simple and flexible, the portal 
into the story suggests the complexity the learner is about to explore. 
The Digital Storyworld as a Portal and Platform 
The digital leaps referred to in the chapter title are those of leaping across and 
between virtual scenarios and worlds, in both the environment of storytelling (the 
portals) and in ease of access and discovery (the digital and multimodal platform).  
The digital storyworld has a portal of story, an imaginative leap into what presents as 
a somewhat chaotic or incoherent world. The learner takes on Bruner’s narrative 
mode of thought and agency, and enters through the portal to synthesise the stories 
within the digital world into responses to the structural situations given as plot from 
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an external stimulus. The platform remains separate to time, only existing if someone 
enters it, and although the platform is multiplayer in the sense that unlimited 
numbers can enter, there is no interaction between the players in story development 
within the digital world of Deakinopolis. The social advocacy and communications 
that are activated as social engagement in the portfolio involve some interactions 
external to the world, as a workplace-oriented approach to problem-solving and 
discussion of issues. The movement between the real and near-real digital world is 
fluid and two-way, with no barriers to multiple entry and exit. 
With the engagement in social advocacy and communications involving discussing 
issues with others, Gardner’s (2010) notion of respectful and ethical ‘minds’ 
indicates the need to consider a social learning framework for these external 
interactions. Gardner (2010, p. 20) talks of respectfulness as working on ‘the threats 
to respect [being] intolerance and prejudice’. The ‘Ethical Mind’ is best described as 
the capacity of an individual to think of themselves abstractly, as what sort of person, 
or citizen, they might want to be (2010, p. 20). Both of these ‘mind’ views or 
perspectives indicate what Dewey suggests as preparing for experiences ‘of a deeper 
and more expansive quality’ (1938, p. 47). The learner understands through the 
reconstruction of their experience Bruner’s (1996, p. 11) concept of the construction 
of a reality that helps to order their existence and make meaning of their experience.  
Carmen Luke (2000, p. 73) talks of multiliteracies where ‘an understanding of the 
relationship among ideas is as important as … mastery of the ideas themselves.  
…the expert is the one who sees and seeks the connection among related pieces  
of information, not the one who has the bare decontextualized [sic] facts’.  
When I developed the portfolio initially, one of my major intentions was to develop 
summary and synthesis skills in a relevant context. The concept was to be able to 
move between different audiences and purposes, to change from an employee of  
a social advocacy organisation in a virtual world writing a media release, to working 
as an individual character in that world writing a letter to the editor complaining 
about windfarms and the new multinational TrustWind organisation. The context 
grew through my practice-led research into an imaginatively conceived world of 
overlapping stories, interrelated characters – a series of relationships between  
the key characters in the town for instance – and search across at least four different 
areas of the digital world for the tasks to be imaginatively conceived. This led to 
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some frustrated students wanting to be directed to the specific place for the 
information – a bookmarked page, an information sheet – but the exploration across 
the worlds became a vital element of the digital world model. The total context of  
a learning space, in Raschke’s (2003, p. 59) view, involves a sense of digital  
culture ‘which by its very character involves constant experimentation and 
exploratory activity’. The portfolio is embedded in that digital culture and is open  
to exploration and risk. Because it is an open space, learners are encouraged to bring 
other knowledge and information to the tasks. There is no right answer or key 
content deliverable to respond to the tasks, as they are structured for the learner  
to become immersed and engaged in the uncertainty of story narrative, to discover 
their own unique voice and agency through participation.  
Conclusion 
Chapter 7 positions the tertiary learner in a digital environment which encourages 
risk and uncertainty in an experiential portal and platform. This supports findings of 
the research question into the nature of the digital world environment as being open 
and flexible, challenging the learner to synthesise the complexity in the layers of 
story.  
Chapter 8 will take the digital storyworld model into a storytelling and narrative 
meaning-making environment to analyse the nature of the storyworld as a 
transformative experience.  
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Introduction 
There is an undergraduate literature lecture which I still remember vividly –  
fifty-five minutes of spellbound engagement with a recollection tracing how  
the lecturer entered into T.S. Eliot’s opening lines in ‘Burnt Norton’ from Four 
Quartets. It started, he said, as he crossed the main university quadrangle under  
the full moon just as the old clock was tolling midnight. He paused, looked up  
at the clock, and time halted with him. He then proceeded to magically rewind his 
moment and the complexities of Eliot to engage his listeners’ imaginations; his 
actual moment of temporality, and the unforgotten images are now always linked  
to T.S. Eliot’s words: 
Time present and time past 
Are both perhaps present in time future 
And time future contained in time past. 
 
Eliot, 1943 ‘Burnt Norton’, Four Quartets  
 
Imaginative engagement with this act of recounting was given narrative meaning for 
me because the lecturer created a moment of poiesis, a threshold experience when he 
brought forth or made something ‘new’, something ‘other’ than what was in front of 
me on the page. Malouf (2008) describes it thus:  
Entering a story – a fairytale or folktale or fable: being taken out of ourselves into the 
skin of another; having adventures there that are both our own and not our own – is an 
experience of a particular kind. Release from the constrictions whatever they might 
be, of our own life and body into a dimension where reality is not limited … can be 
imaged forth – imagined – and made real. (p. 19) 
    
   *  *  *    
   
Within Chapter 7, I discussed the nature of the digital storyworlds in relation to 
digital environments or worlds and considered their capacity to develop experiential 
transformative learning within a higher education context. The question addressed  
by this chapter is centred on the nature of the digital storyworld, which is 
transformative through the story component of the digital storyworld model.  
The first section of the chapter will consider the purpose of story and storytelling  
as interdisciplinary possibilities of story components. Defining the digital narrative 
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in the second section will incorporate the processes involved in digital storytelling, 
beginning with Ryan on transmedia, and will distinguish the nature of story in the 
digital storyworld. The third section explores the capacity of narrative to make 
meaning deploying Bruner’s influential distinction between narrative and 
paradigmatic modes. The last section resolves the second research question 
investigation into the process for a digital storyworld to transform learning  
through narrative praxis and poiesis. 
Defining Story and Storytelling 
There are many ways to define story and storytellers. This section is not intended  
to be a detailed exploration of what makes story, but an exploration of the links 
between story components and their value to the higher education learner when  
cast within a digital context. My aim is to interweave the commentary of creative 
writers on their craft and motivations as storytellers with the storyworld concept  
I have established, exploring the purpose of using story across disciplines for  
tertiary learners. 
Story and Narrative Contexts 
Wolf (2014, p. 216) talks of humans as ‘story-telling animals’ with stories that ‘can 
be transmitted by more media than verbal texts’. He asks the question: ‘how do we 
know … that a text, an artefact [sic], or, more precisely, a particularly represented 
world … is a storyworld?’ (2014, p. 126) (original emphasis). Ryan (2014, p. 37) 
elaborates on the term storyworld by allocating two types of narrative elements: 
‘intradiegetic elements, which exist within the storyworld, and extradiegetic 
elements, which are not literally part of the storyworld but play a crucial role in its 
presentation’ (original emphasis). She draws a distinction between ‘the speech  
of the characters and the discourse of the narrator. The former always belongs  
to the storyworld while the latter may or may not belong to it’ (Ryan 2014, p. 37).  
The storyworld in the portfolio does not present a completed narrative. The 
characters, context and situation in the storyworld are activated by the agency  
of a learner/narrator who enters, constructs and transforms the story into relevance 
by engaging with differing perspectives. The learner/narrator can move in and out  
of the storyworld. 
Chapter 8 Transformative Experience through Digital Storyworlds  
 
  
205 
Morrison (1993, para. 11), in her Nobel Prize for Literature speech, discusses 
language ‘partly as a system, partly as a living thing over which one has control,  
but mostly as agency - as an act with consequences’. Morrison (1993) argues for 
language which is nuanced and complex: 
The vitality of language lies in its ability to limn the actual, imagined and possible 
lives of its speakers, readers, writers. Although its poise is sometimes in displacing 
experience it is not a substitute for it. It arcs toward the place where meaning may 
lie. … (para. 18) 
 
Morrison is talking about maintaining the power of language for meaning making  
as being able to encompass other views, other languages. She believes what she 
terms ‘word-work … is generative; it makes meaning that secures our difference,  
our human difference – the way in which we are like no other life’ (1993, para. 20). 
The motivation, for Morrison, is to make meaning that searches out the actual, 
imagined and possible.  
Orwell’s essay ‘Why I Write’, first published in 1946 (current compilation 2004), 
very clearly outlines four motives for writing prose: sheer egoism, aesthetic 
enthusiasm, historical impulse and political purpose (pp. 4-5). Orwell (2004) 
emphasises political purpose as being the best motivator for his own writing:  
Using the word ‘political’ in the widest possible sense. Desire to push the world in a 
certain direction, to alter other peoples’ idea of the kind of society that they should 
strive after. (2004, p. 4) 
 
Commentaries and analyses of motivations such as these have underlined my 
assumptions about applying story as the basis of my portfolio. I perceive the story  
in Deakinopolis as being constructed around searches for what is possible and 
imagined, within a context of advocating or striving for a meaningful society in 
Orwell’s political sense. The digital storyworld is a motivator to encourage 
participants to make meaning both at a personal imaginative level and more  
globally as social storytelling citizens. 
Interdisciplinary Possibilities of Story  
The tertiary learners involved in the storyworlds are not necessarily creative writing 
students. They are undertaking experiential learning study based on the skills they 
will need for the workplace: writing research reports; developing online persuasive 
writing such as media releases, industry profiles and backgrounders; selecting 
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shortlists for a job vacancy; preparing to apply for internships; developing 
professional s. They come from a range of faculties and discipline areas, but share  
a focus on developing skills that are relevant to their targeted work aims and the 
university graduate attributes. Using my own background in the teaching of  
creative writing, I based the storyworld development premise on the capacity  
of these learners to be storytellers.  
There is potential for the discipline of ‘Creative Writing’ within university contexts 
‘to act as a medium between the academy and the public sphere’ (Dawson 2005,  
p. 203), to demonstrate the relevance of writing as a bridge between critical and 
creative output. This has been the way I have approached the development and  
is demonstrated by this thesis and its combination of portfolio and dissertation.  
This process suggests to me, as practitioner and educator, that there is value in 
expanding writing and its disciplinary research across disciplines, to evaluate the 
universality of storytelling as a transformative mode of learning. ‘To illuminate,  
to report, to remember, to record: these are a few of the impulses to which writers  
of all genres submit. And this: to imagine’ (Abildskov 2003, p. 28). Abildskov ( 
2003, p. 26) talks of being ‘in the realm of a certain kind of reality. Imagined reality’. 
The scenarios within the portfolio are based on a form of imagined reality, which  
is fictional, but are also based on an output of factual writing, which is imagined  
in particular contexts.  
Ostrom (2012) discusses creative writing within higher education as being an 
opportunity for writers to explore what is important to them and to write for  
an identified, real audience. Writing may ‘represent and confront issues of power, 
identity, social friction and oppression’ (2012, p. 81), and Ostrom sees this as being 
part of the hidden purpose of creative writing – to explore power, self and 
knowledge. Power, in Ostrom’s (2012, p. 82) terms, is about emotion  
experienced and remembered. ‘Self’ as part of the hidden purpose involves  
writing what is pleasurable and personal, which may range from genre fiction  
to social and ethical philosophy, reflecting what interests the writer as a form of  
self-expression. Creative writing is also about ‘making knowledge’ (2012, p. 83). 
Knowledge is about possibilities: ‘none of us knows what sort of knowledge they 
will create in advance. This uncertainty – this expansive field of possibilities –  
is enormously powerful’ (Ostrom 2012, p. 83). The digital storyworld model  
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of the portfolio takes an expansive approach to storytelling by enabling multiple 
possible stories, with learners encouraged to find their personalised story within  
the nonsequential elements presented concurrently within that model. Their role  
is to be the storyteller, to find points of view which have resonance for themselves 
and their audience.  
In its textual and visual form, story in Deakinopolis has its own reality, and the 
process of a learner narrating a part of that story as a participant is the point at which 
they enter the story. Story, in this portfolio’s terms, is about an alternative reality of 
potential stories shaped around a series of settings or environments, removal of a plot 
structure leaving only scenarios separate to the storyworld, and characters in the 
process of enacting dialogues to give them a presence or ‘voice’ within those settings 
and plots. Haake (2012, p. 132) reviews creative writing at higher education as 
‘writing …[that] takes us beyond what we already know and is itself a process of 
discovering both what we are going to say and how we are going to say it’. The 
learning process for the portfolio is focused on the learners taking agency for 
activating the structure and point of view of their stories which have been 
synthesised from situations or events presented nonsequentially in the digital world.  
Defining the Storyworld 
The Deakinopolis portfolio construction is centred around such Aristotelian 
components of story as character, situations and settings, which are internally 
interrelated in the digital environment, using a range of text and media. Characters 
provide varying points of view and decision-making choices, the settings provide 
context and the situations are revealed as explanatory of behaviours and social 
interactions. The elements of story related to point of view and narrative story 
structure or plot are positioned external to the digital world, and provide the catalyst 
for the learner/narrators to tell the story which best fits their synthesised 
understanding of the situation, character and contextual setting interrelationships.  
Livo and Rietz (1986) consider story as having ‘its own reality’ (1986, p. 5). ‘It is 
what we do to information when we transform it into a story – we story events’ 
(1986, p. 5). Story may be simply expressed as balancing elements of plot, dialogue, 
setting, character and point of view, and the components of crafting story in creative 
writing courses are often taught in this way. In the Portable MFA (2006), a U.S. text 
Chapter 8 Transformative Experience through Digital Storyworlds  
 
  
208 
directly linked to the Master of Fine Arts creative writing program in New York, 
Tomlinson compares story and plot as being central to raising questions of the 
reader. He quotes E.M. Forster’s illustration of story (from Aspects of the Novel): 
‘The king died, and then the queen died’. He then compares this to Forster’s 
amended statement: ‘The king died, and then the queen died of grief’ (Tomlinson 
2006, p. 19) as being a plot involving motivations. David Mamet (1992, p. xv) 
comments on directing film as having story as filmic, and ‘the essential progression 
of incidents that occur to the hero in pursuit of his one goal’. Story here is about  
the central character making choices and taking action – narration is discursive  
and needs to be cut. A well-made story, according to Tomlinson (2006, p. 19), is 
plot-driven, providing motivation, choices and change. Bell and Magrs (2001)  
state that the process for story development should be centred on producing  
material which questions and tests the structural issues of the nature of character, 
narrative, point of view, landscape and ambiguity. Bell and Magrs (2001) argue: 
Asking students to investigate these issues through the production of their own piece 
of writing increases their understanding and confidence in their critical abilities. They 
become more articulate, more flexible, more engaged with their texts. (p. xii) 
 
The two components of the Deakinopolis storyworld that are central to the 
development of learner engagement in producing writing are point of view  
and narrative structure, the two elements which are external to that storyworld. 
Point of view/perspectives 
The digital storyworld provides a multiplicity of scenarios/mini-worlds 
demonstrating the setting or landscape, the context, and also the characters and their 
narratives or backstories, but without specific plots or set in a particular point in 
time. There is no structure with plotpoints, or character quests and motivations as 
catalysts or themes. There is also no temporality, the world awaits activation.  
What the storyworld needs to animate it is entry into an exploration of point  
of view by a narrator/learner. ‘Point of view is the window that you …open on  
to your imaginary world. This all-important choice determines not only your  
story’s tone, but also its characterization [sic] and plot’ (Newman 2001, p. 141).  
This advice related to establishing a particular point of view (or several) is central  
to establishing a point of narration, a perspective from which to tell the story 
believably. This may be first-, second- or third-person, depending on the experience 
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required for the learner. In the concept of the portfolio of Deakinopolis, I have 
transferred point of view into a broader concept of developing the capacity of 
learners to shift their perspective, depending on the purpose of the writing.  
The learners are seeing situations from different perspectives, ‘one of the pleasures 
of fiction’ (Newman 2001, p. 146). They are synthesising the story as it sits digitally 
and nonsequentially before them, into a temporal environment of engagement in  
the digital world’s issues. There is an imaginative leap into experiencing that world 
of a given scenario through story.  
Narrative structure and process  
According to Le Guin (1980, p. 37), narrative is ‘language used to connect events  
in time. …To learn to speak is to learn to tell a story’. For Abbott (2002, p. 12), 
narrative is ‘the representation of an event or a series of events’. If we go as far  
back as Aristotalian concepts, it is the arrangement of the incidents (or the events), 
into a beginning, middle and end.  
The narrative structural aspect of the digital storyworld concept or model is complex. 
The position, as described so far in this chapter, is that there are components of  
story – the setting, characters, contexts – within the digital world in no particular 
sequence or sense of time/temporality, other than being generally in-the-moment or 
present. Although the story components are based on real experience – that is,  
they have a work-related or general life experience relevance – they do not have  
built into them a plot sequencing or narrative meaning. The narrative process is  
what will activate the stories into meaning for participants. The model encourages 
imaginative engagement in story through agency in the narration as learners take  
on different perspectives.  
This is mirrored in some ways by the narrative inquiry research process of compiling 
the stories of others as personal narratives of identity. Connelly and Clandinen 
(1990) comment that time and place are the two points of reference where the novel 
(in this instance a work by Welty) grasps experience. ‘Time and place, plot and 
scene, work together to create the experiential quality of narrative. They are not,  
in themselves, the interpretive nor the conceptual side’ (Connelly & Clandinen 1990, 
p. 8). My concentration here is on a narrative process that will use plot and time –  
or a form of chronology and sequencing – to make meaning for the learner in 
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working with the storyworld. The narrative process moves the storyworld into a 
temporal structure which enables meaning-making. This particularly represented 
storyworld (Wolf 2014) invites the learner to consider the past (the storyworld)  
of significant events, characters and contexts, with a present that searches out the  
value of the social interactions through changing perspectives, suggesting a future  
of possible actions and intentions. 
Digital Narrative Processes 
The question that follows is to consider what digital storytelling adds to the process 
of narrative and story. Digital storytelling approaches story and narratives from 
another direction, which is often centred on personal narrative experience, as briefly 
indicated above. Connelly and Clandinen (1990) develop their narrative research 
through data, which are personal experiences that set the scene, the place where  
the action occurs ‘where characters are formed and live out their stories and  
where cultural and social context play constraining and enabling roles’ (1990, p. 8).  
Scenes should be ‘composed of character, physical environment, and context’  
(1990, p. 8) as essential to narrative. Connelly and Clandinen (1990) consider  
time as having a three-part structure, attached to three ‘critical dimensions of  
human experience’: 
…the past conveys significance, the present conveys value, and the future conveys 
intention. By virtue of being related to the structure of time, these three dimensions of 
meaning help a writer structure plots in which explanation and meaning themselves 
may be said to have a temporal structure (p. 9). 
 
These three critical dimensions of experience are related to the data of narrative 
research inquiry, rather than to the phenomenon of the story. However, I mention 
them here as this form of research leads to storytelling of annals, chronicles and 
narratives, and these lead to using digital storytelling as a way to digitise the stories 
and encourage applications of multiple media to do so.  
Digital Storytelling 
The other part of the model of the Deakinopolis portfolio is that it is in a digital 
environment. I have emphasised the digital world structure in Chapter 7, but this 
environment also has a narrative capacity to carry multiple stories nonsequentially. 
Digital storytelling directly applies a range of media to tell personal stories, for 
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purposes of reflection, to understand personal situations and to ground learning about 
the storyteller’s life. Lambert (2013, p. 1) defines this movement as ‘the gathering of 
personal stories into short little nuggets of media’. His organisation dedicated to 
digital storytelling, The Center for Digital Storytelling (now Storycenter), ‘create[s] 
spaces for transforming lives and communities, through the acts of listening to and 
sharing stories’ (Storycenter 2018).  
 
Figure 8.1: Story Center (Source: Storycenter 2018)  
This has similar personal narrative emphasis to TED talks (TEDtalks 2018) and to 
the oral storytelling of The Moth, True Stories Told Live (The Moth 2018).  
 
Figure 8.2: TED talks (Source: TEDTalks 2018) 
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Figure 8.3: The Moth (Source: The Moth 2018) 
The Moth model of storytelling was a revelation in personal empathy when I became 
immersed in the shaping of personal story at a writers’ festival, and has also 
developed the audio story authoring. Digital storytelling encourages authoring,  
not simply as multimedia production, but as developing agency in life and social 
interactions (Lambert 2013, p. 2). This potentially focuses the storytelling on  
a broader perspective of ‘enabling communication and social participation’,  
as expressed, for example, by the Digital Storytelling unit at Queensland University 
of Technology (QUT) (Digital Storytelling Unit, QUT 2009).  
 
Figure 8.4: Digital Storytelling at QUT (Source: Digital Storytelling Unit, QUT 2009)  
The focus in this form of digital storytelling is on creating and empowering  
first-person narratives with a clear intent, perhaps to build a community or  
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enable cultural engagement. ‘This form of co-creative media takes advantage  
of newly accessible technologies but is based in the ancient and universal tradition  
of storytelling’ (Digital Storytelling Unit, QUT 2009, para.1). The Deakinopolis 
portfolio has a slightly different purpose to the above digital storytelling initiatives, 
but is still centred on that tradition of storytelling. The storytelling is based, in 
similar ways to the QUT Digital Storytelling unit for example, on developing  
and empowering narratives of social cohesion and agency.  
Wilson (2014) talks of storytelling in the digital age as being a mess: 
…using ‘mess’ in storytelling here to primarily describe a range of multiplicities 
(multiplicities of forms, of media, of perspectives, of truths, of meanings, of texts, of 
relationships) and also storytelling’s temporary nature, whereby stories resist 
definition and documentation. (p. 124) 
 
Wilson (2014) queries the term digital revolution but does indicate the scope of  
Web 2.0 to take a narrative turn of its own in exploring digital stories. There is a  
role re-emerging for the professional or semi-professional storyteller working  
with traditional storytelling within school curricula and arts programs. Wilson (2014) 
translates and quotes Walter Benjamin as talking of the traditional storytellers: 
Experience, passed on by word of mouth, is the source from which all storytellers 
have drawn. And amongst those who have written down the stories, the greatest are 
those whose written versions differ least from the speech of the numerous nameless 
storytellers. (p. 128)  
 
These story interactions may have been face-to-face or real-time, but they are now 
also a part of the story ‘mess’ that involves blogs, twitter, Facebook, YouTube and 
other social media platforms and forums of Web 2.0, the ‘Narrative Superhighway’ 
(Wilson 2014, p. 133). Web 2.0 is defined by Gauntlett (2014, p. 162) as ‘online 
services which harness the power of the network, bringing users together and 
creating value from their collaborative or social interactions’. This has led to a 
collaboration between the teller and the listener, the producer and consumer, the 
performer and audience, around the co-production of meaning (Wilson 2014, p. 130). 
The experience is two-way as reader responses become part of the story’s 
adaptations. All co-producers become simultaneously tellers and listeners  
(Wilson 2014, p. 134).  
There is a co-production going on with the portfolio. However, the storyworld  
of Deakinopolis is not an interactive digital environment. Rather, it has capacity  
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to be used for transformative experience within the storytelling narratives of the 
learner. The application of the technologies here sits within that productive ‘mess’  
of storytelling options, the multiplicities of forms, perspectives, media and so on.  
This form of digital storytelling as a productive ‘mess’ has grown as a genre or 
narrative form, in my terms differentiating from story as traditional narrative of 
beginning, middle and end in the Aristotelian sense. Wilson (2014, p. 132) describes 
digital storytelling as ‘any narrative that is created and distributed by some form  
of digital technology’ along with forms of user-generated content. McEwen et al. 
describe it as a process of ‘personal curation of archive and memory, resulting in  
a “bricolage” that offers a glimpse into the life of the individual and, often, their 
local community’ (McEwen et al. 2013, p. 10). Nunez-Janes (2016, p. 236) pursues 
digital story as an anthropologist educator: ‘the combination of images, sound, and 
eliciting of memories draws us into common spaces for humanity’. The QUT Digital 
Storytelling unit uses digital storytelling as empowering a community or cultural 
engagement. Digital storytelling, in the portfolio’s terms, is a narrative method of 
compiling the mess of story to enable leaps between the materials – it is more than a 
chronological chart or series of historical artefacts, and it is brought to life through 
personal curation of a socially connective story.  
Transmedial Digital Narrative 
The personal curation of the story leads to a consideration of digital narration. The 
scope of this thesis does not intend to cover extensive debates on narrative research 
and narratology, but to look closely at a definition of the specific narrative process  
of the digital storyworld through Ryan’s (2005) concept of transmedia narratology.  
Ryan (2005, p. 4) talks of a ‘medium-free concept of representation’. This includes 
three features of narrative as a ‘cognitive template’ (2005, p. 4). Firstly, there is the 
‘construction of the mental image of a world populated with individuated agents 
(characters) and objects (spatial dimension)’ (2005, p. 4), together with static 
descriptions of a place. Secondly, this world needs to have not always predictable 
changes caused by events which may be ‘accidents (happenings) or deliberate 
actions by intelligent agents (temporal dimension)’ (2005, p. 4), a demand for  
action and changes of state. Thirdly, the physical events are related not only  
by causality but also associated with ‘mental states and events (goals, plans, 
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emotions). This network of connections gives events coherence, motivation, closure, 
and intelligibility and turns them into a plot (logical, mental and formal dimension)’ 
(2005, p. 4). The Deakinopolis portfolio model applies this cognitive template as  
an internal storyworld and external learner/narrators. The interior events,  
characters and places or environments of the digital storyworld are separated from, 
and activated by, the narrative of happenings and changing perspectives. 
Interestingly, Ryan (2005) talks of the network of connections as events which  
are given coherence, motivation and so on, and turned into plot. The digital 
storyworld model provides the narrator/learner agency through plot, to develop 
transferable skills through changing perspectives. The networking process for  
this model is actually the narrative connectivity between internal and external events.  
Ryan (2005, p. 5) discusses not only what is narrative, but what makes a story worth 
telling, and she describes narratives as being on a continuum which ranges from 
questions of tellability to ‘principles, such as …exposition, conflict, climax,  
and resolution brought up by a dramatic turn of events.’ The portfolio takes these 
Aristotelian principles into Ryan’s medium-free concept of representation,  
the cognitive template described above. The dramatic turn of events is represented  
by the narrative plot, the ‘not always predictable changes’ that Ryan (2005, p. 5) 
references in the template. The demand for action or change of state is part of the 
experience of the learner taking on narrative agency, becoming a part of the plot  
and the practice of social advocacy.  
Ryan’s three-pronged definition gives narrativity two aspects: firstly, narrative  
as a textual act of representation encoding particular meaning, in Ryan’s (2005,  
p. 6) terms, ‘being a narrative’; and, secondly, narrative as a mental image built  
by the reader as a response to text, ‘having narrativity’. The fullest narrative  
is both of these – intended as a narrative, and having sufficient narrativity.  
Ryan (2005) believes 
…the cognitive construct typical of narrativity can be a response to affordances and 
stimuli that originate within the world. Making stories out of life experience is … 
finding a fit between what life offers, and the cognitive pattern that we try to fill in.  
(p. 7)  
 
Ryan (2005) argues for a cognitive definition of narrative. For her, the three elements 
of narrative outlined above need to be operating in a flow. There cannot be one 
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without the other two to form a stable mental image that generates representations. 
Narratives are ‘solidified, conscious representations produced by the convergence  
of many different mental processes that operate both within and outside stories’ 
(Ryan 2005, p. 9). Within the story of the portfolio model, there is a narrative 
discourse and mental imaging, representative of the text-based narrative.  
External to that world, outside the textual narrative, the learner is encouraged 
towards a Brunerian narrative mode of thinking, leading to knowledge.  
Ryan (2005, p. 10) goes on to consider other media than language as part of the 
narrative process: ‘One of the major problems faced by transmedial narratology  
is to reconcile the centrality of language with the original contributions made  
by other media’. Ryan (2005) summarises the definition of media as:  
…what counts as a medium is a category that truly makes a difference as to what 
stories can be evoked or told, how they are presented, why they are communicated, 
and how they are experienced’. (p. 18) 
 
The digital storyworld model is positioned in a digital environment that is both  
an information support and something more. It has both language and non-language 
representations and these provide the nonsequential elements of story. The digital 
storyworld model is taking advantage of its medium by removing a central 
organisational principle. The model enables leaps around the stories through  
the media of the digitised text, moving and still visuals, and podcasts, to establish  
a narrative for each learner, that is based on their synthesis of the story components 
present in the worlds.  
The Deakinopolis portfolio is a digital storyworld because I think in stories.  
My concept of the storyworld is already in some ways narrativising the scenarios 
through characters, environments and contexts, which are fictional, but based  
in experience and therefore having a factual basis. The plot and point of view  
are held back from the storyworld so that the learners can be challenged to make 
meaning for themselves with narrative agency.  
Narrative Meaning-making  
The focus here is the link between narrative processes and meaning-making. 
Narrative, in terms of the portfolio model, is the praxical experience for learners to 
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cognitively understand a situation and its multiple perspectives. Rutton and Soetaert 
(2012, p. 337) argue that narratives are ‘not to be understood as a literal prescription, 
but as an orientation to a situation, providing assistance in adjusting to it’, through 
‘opening up a narrative to multiple perspectives’ (2012, p. 337). These multiple 
perspectives require learners to face the challenge of synthesising a mass of 
situational events into some sort of meaning for themselves.  
When they are first introduced to the digital storyworld as part of their learning, 
learners initially look for a map or how-to guide. This is a challenge because there  
is no simple option. The world they face has possibilities for the learners to create  
a different reality. Bruner (1986) suggests that:  
…many worlds are possible, that meaning and reality are created and not discovered, 
that negotiation is the art of constructing new meanings by which individuals can 
regulate their relations with each other. (p. 149) 
 
Integrated into the storyworld model is the need to leap between materials, to use 
imagination to create different perspectives on the stories/narratives required.  
Bruner (1979, p. 21) talks of ‘an act that produces effective surprise’ in his essay  
on the ‘Conditions of Creativity’. I am interested in the concept of effective surprise 
because it seems to me that surprise is strongly aligned with disruption and 
uncertainty, which is part of what the tertiary learner is facing in contemporary 
society. Effective surprise grows out of ‘a placing of things in new perspectives’ 
(1979, p. 20). Enabling new perspectives also encourages the learner in both  
the narrative textual analysis of synthesising the stories of the storyworld model  
and a narrative mode of knowing.  
Narrative Mode and Meaning-making  
I propose that the digital storyworld model is moving through a narrative textual 
discourse within the story towards a narrative mode of knowing for the learner  
as narrative agent. Bruner (1986) compares a narrative mode of knowing to a 
paradigmatic mode as being a good story or well-formed argument: 
Both can be used as means for convincing another. Yet what they convince of is 
fundamentally different: arguments convince one of their truth, stories of their 
lifelikeness. The one verifies by eventual appeal to procedures for establishing formal 
and empirical proof. The other establishes not truth but verisimilitude. (p. 11) 
 
Verisimilitude and lifelikeness are linked to finding open-ended options or 
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perspectives in the narrative for the learner, being able to explore the unexpected  
or the effective surprise of disrupted or changed situations. Bruner (2001, p. 211) 
calls this way of generating narrative as having ‘some “canonical” expectancy about 
how action plays out in the world and some setback or violation of that expectancy’. 
Hypothesis creation interests Bruner (1986, p. 12) as a somewhat tantalising and 
mysterious movement towards how we endow experience with meaning, which is  
the question of the poet and the storyteller. Bruner (in Olson 2007, p. 27) points out 
‘…narrative is perspectival, constructed from a point of view’. We have a narrative 
when we see the writer as agent, with a sense of goals and plans and intentionality, 
and then we see interruptions through the world’s disruptions, what Bruner calls 
troubles, which interrupt a canonical (or traditional/fixed) expectancy.  
Bruner also discusses narratives as structures ‘in terms of which people interpret  
the world and explain their actions to themselves and to each other’ (in Olson 2007, 
p. 27). The actions arise from questions of identity and interpretation of situations, 
and also from interruption of expectations. By separating elements of the story –  
the narrative of social advocacy and socio-cultural belonging – the portfolio  
model enables focus on the poiesis of a potential threshold or unveiling moment  
for the learner. As the learner crafts a narrative from a range of sources on the  
digital platform; that ‘doing’ is moving towards both a transpositional skill, one 
which can be transferred to other situations, and is a potentially transformative 
learning experience. 
Disruption, uncertainty and interruption are a part of the storyworld model  
of narrative. Managing these as potentially transformative experiences is  
made possible through the agency of the learner/narrator. Bruner (1996, p. 97)  
believes skilled agency in studying the human condition will ‘achieve not  
unanimity, but more consciousness. And more consciousness always implies  
more diversity’. Olson (2007, p. 134) felt Bruner settled for ‘a variety of  
ways of knowing, for entertaining possibilities, and for judging the  
value of knowledge on the basis that it opened up new views rather than that it 
settled old questions’.  
There is an uncertainty, as well as knowledge acquisition, in opening up new 
possibilities and diverse ways of knowing. Part of the destabilising effect of  
Chapter 8 Transformative Experience through Digital Storyworlds  
 
  
219 
the nonsequential presentation of the digital portfolio is the uncertainty for the 
learner of knowing where to start the investigation. This is a deliberate part of  
the model, as a disruptive function of encouraging the learner’s agency to move  
through the uncertainty and explore the possibilities. Being in charge of the 
narrative’s point of view, the learner has engaged in a praxical exercise  
to integrate perspectives into the plot structure given, within the storyworld  
context. The further aim of the model is to transform this into learning through  
the uncertainty, embracing new views. Bruner’s (1979, p. 22) effective surprise 
‘takes one beyond common ways of experiencing the world’. Engaging the  
learner’s imagination through the storyworld is central to the model.   
Transformative Possibilities of Imagination 
Greene (2001, p. 31) talks of imagination, the capacity to change things from as  
they are as ‘the mode of grasping, of reaching out that allows what is perceived  
to be transformed’. She believes imagination is able to shape experience into 
something new, to create surprise. Built into the word itself is its capacity to create 
image, but imagination also provides the power to ‘put oneself in another’s place’ 
(Greene 2001, p. 30). This educational focus is about seeing alternatives, 
connections, moving from the known or leaving something behind, while reaching 
towards something new. Dewey (1934, p. 272) saw this as ‘the conscious  
adjustment of the new and the old’, while Bruner saw it as effective surprise.  
How can this process be described? Dewey was unable to anchor the moment  
of insight or perception transformed as anything other than an ‘aesthetic’  
experience (refer to Chapter 6 for more detail). Malouf (2005) describes  
the ‘aesthetic’ experience:  
This experience (opera, theatre, movies, reading) of being both there and not there. 
There in our real body, but more powerfully as well in some other more mysterious 
entity; a disembodied mind or consciousness that is free to move beyond itself into 
new and finer, or more dangerous or painful situations, from which we emerge not 
only unscathed, but re-energised, enlivened. (p. 16) 
 
Stevens (the poet inspiring Greene with the poem ‘The Man with the Blue Guitar’) 
talks of these experiences as a surprise, Dewey a venture into the unknown, Bruner 
reaching beyond the question asked (Greene 1995, p. 21). Greene is concerned  
about learners being petrified, which entails being incapable of learning, and  
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shut off from change. She makes a strong case for engaging with possibilities,  
which will ‘add to the multiplicity of our realities’ (2001, p. 132).  
Moving a learner from passive to active participant in the learning involves them  
in a leap of imagination as well as experiential immersion. To be able to leap within 
the terms of the portfolio’s model, the learner is working within Quay’s (2013)  
‘be-ing, doing and knowing’ concept (refer to Chapter 6 for details). The learner  
is guided through the process of ‘be-ing’, both within the experience and within  
the narrative by engaging the imagination. ‘Doing’ is the activated learner/narrator, 
taking agency in exploring uncertainties and possibilities. ‘Knowing’ for the learner 
is the acknowledgement both of personal agency and of a network of narrative 
connection which could be transposed into other situations. 
The Transformative Narrative, Poiesis and Praxis 
Potur and Kayihan (2011, p. 119) have suggested three types of knowledge aligned 
with the Aristotelian human activities of theoria (thinking), poiesis (making) and 
praxis (doing): ’theoretical knowledge whose purpose is reality, practical  
knowledge whose purpose is action and poietic knowledge whose purpose is 
creation’. In the terms of this thesis, the idea of a transformative narrative is one  
that enables reality, creation and action as a fluid, multidimensional approach  
to story as experience for the learner.  
Pont’s response to what she calls the Aristotelian binary of praxis and poiesis 
‘involves the threshold between description and action/creation, and attempts  
to perform the complicitness of this oscillation via the praxis of describing’ (2011, 
para. 4). I would like to slightly redefine this threshold in terms of this thesis,  
and particularly in terms of the portfolio. The ‘reality’ of the portfolio model is 
centred in experience, theoretical knowledge developed through my practice-led 
approach as a writer and educator. By reflecting on the interrelationship of 
experience and my acquired knowledge through that experience, I have based  
the model on storytelling as both a theoretical and experiential method to engage 
learners. That model of a digital storyworld as agency for learners to engage 
encourages the cognitive processes of both ‘knowing-that’ and ‘knowing-how’. 
Poiesis is the process of knowing-that (creating and understanding a world), praxis  
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is the knowing-how (knowing or acting in that world).  
The flow between poiesis and praxis is fluid for both myself and the learners.  
My poietical process started from a position of creating a digital storyworld model 
enabling transformative approaches to social advocacy and socio-cultural disruptive 
changes. This was based on my own work and education experiences, and scenarios 
as a storytelling model. Whitehead sees poiesis as ‘the opening of a world for 
humankind’s being and action’ (2003, para. 8). I translated that concept of a world 
metaphorically, into a digital ‘world’ based on story. The metaphorical world 
represented a microcosm of experiences, which would be poietically making 
something that didn’t exist before, a creative action that transforms, a threshold  
or unveiling when something becomes another.  
The nonsequential nature of the storyworlds, and their lack of specific place  
and time or temporality, invites the learner into ‘be-ing’ within them to explore.  
The storyspaces in the portfolio encourage Dewey’s open-ended exploration, 
Greene’s releasing of the imagination and Bruner’s narrative meaning-making  
as transformative approaches to the cognitive outcomes. According to Whitehead 
(2003), the interrelationship of the work, the developer or artist and the response  
of others – in this case the learner/narrator – to it provides the full experience of 
poiesis. Whithead (2003) states: 
The artist makes a work and is in turn made by it. Something takes place in the 
exchange between artist and work, for artist and work are instruments one to one 
another. What takes its place originates in the work, and what is discovered of the 
work happens through others' responses to it. (para. 26)  
 
The learner is coming from a praxical approach in engaging with the digital 
storyworld model. By bringing the ‘story’ to enactment, the learner is experiencing 
the practice. Praxis is about practical knowledge that will result in action, such as  
my portfolio approach to narrative perspective changing in terms of social advocacy. 
This is a knowledge that emerges from experiencing the narrative process, and from 
working with uncertainty. As an operational practice this practical knowledge may 
be transposable to other situations and experiences. Poiesis for the learner emerging 
with praxis discovers the knowing how to create the world. There is a form of new 
knowledge in the act of transformation, as understanding means the learner grows  
to know that world. Whitehead (2003, para. 16) contrasts praxis and poiesis as a 
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liberating of praxis from its wilfulness, ‘artistic thinking and making is a poiesis  
that liberates the wilfulness of a praxis that wants only itself. How do we in our  
times bring this kind of poiesis about?’. The answer to that question for me  
is centred on transformative narrative agency. 
The learner, through the agency of transformative narrative, will understand  
the world of social advocacy, as well as the Deakinopolis worlds and their purpose  
of disrupting or surprise. This understanding will include human interactions,  
and it incorporates the way others might see through learner development  
of differing perspectives. The storyworld model plays with what is real to encourage 
learner engagement in a world not necessarily their own, although recognisable for 
having close or parallel to real experiences. This present continuous world then 
enables learners to experience developing that world further through narrative,  
and this becomes a form of poiesis as they actually develop aspects of that parallel 
world themselves. Poiesis and praxis are bound together, making and doing, 
‘bringing about a transforming encounter between the artist and his or her work in 
the unfolding conditions of art-making, which itself communicates a poietic  
world-view to art's recipients’ (Whitehead 2003, para. 39).  
Conclusion 
Entering the story of Deakinopolis is about imaginatively entering a fictional 
storyworld that largely presents as factual, an experience that mirrors  
learners’ realities. The world contains alternative or imagined realities,  
where learners project their own experience in making the storyworld coherent 
through engaging with differing perspectives. The digital world’s environment  
is apparently lacking cohesion and initially presented as nonsequential, so that  
the learners need to find their own order. They become active agents in searching  
out the meaning via their own narratives. To encourage this imaginative exploration, 
the storyworld is suspended out of time so that the learners can imagine themselves 
into a state of being in the world, of experiencing the narration and learning from  
that experience (as discussed in Chapter 6 in terms of the framework of Quay’s 
(2013) be-ing, doing and knowing). The storyworld model is a concept within  
which sit nonsequential story sequences, awaiting narration for meaning by 
participants who enter this digital space. The learners activate their immersive 
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engagement in this digital story narrative through praxical experience leading to,  
and concurrent with, transformative immersion of imagination and perspectives  
as poiesis.  
Chapter 9 Conclusions consolidates the findings of this thesis in relation to the 
research questions of: 
• To what extent has current experiential learning pedagogy applied  
Deweyan educational philosophy to contemporary tertiary learners? 
• What is it about the nature of digital storyworlds that enables  
transformational experiential learning for tertiary learners? 
There is also extension into areas of future debate and potential applications of  
the digital storyworld model and findings of this thesis.  
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Introduction 
This chapter provides a brief summary of the findings of the portfolio and 
dissertation, centred on the interrelated research questions of this thesis: 
• To what extent has current experiential learning pedagogy applied  
Deweyan educational philosophy to contemporary tertiary learners? 
• What is it about the nature of digital storyworlds that may enable  
transformational experiential learning for tertiary learners?   
This thesis has opened up previously under-researched areas, combining or yoking 
together known theoretical frameworks and practice-led research outcomes not 
previously conjoined. The key terms and concepts arising from the two interrelated 
research questions reflect on the significance of this thesis. The first of these is 
applying Deweyan educational philosophy to current learning pedagogies,  
reflected within the Quay (2013) be-ing, doing, knowing model which integrates 
Dewey’s experiential philosophy with the being-in-the-world experience of  
the digital storyworlds. The second is the focus on enabling transformation,  
which centres on the praxis/poiesis interplay of learner engagement with differing 
perspectives for the embedded digital stories, characters and settings. These have 
emerged from a practice-led research methodology which uses an iterative,  
cyclic approach shifting between basic research, practice-led research and  
research-led practice.  
Findings 
This thesis has been positioned under a practice-led, research-led iterative cycle 
(Smith & Dean 2009) which required a form of reverse reflection to provide the 
linkages between the two elements of portfolio and dissertation. The portfolio 
descriptively narrated the digital storyworld of Deakinopolis, using a practice-led 
research approach, leading to clarification of the use of story in a digital storyworld 
model. The dissertation then indicated the value of the practice-led approach to 
researching the narrative within the portfolio, as a research-led practice reflecting 
back to the portfolio’s outcomes. The phenomenon of story was central to the 
research relationship between knowledge, the educator, the learner and the digital 
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environment. By interrogating my use of the term narrative, which I utilised  
within the context of storytelling through setting, plot, character, point of view  
and situation/event, I nuanced the concept of transformative narrative and the 
storyworld model through this portfolio/dissertation model. 
There are four areas of particular interest to present as significant findings for  
this thesis. 
Finding 1 – Digital Storyworld Focus on Differing Perspectives 
Developing differing perspectives is central to this digital storyworld process.  
The focus on this aspect as the way to develop a narrative of meaning-making  
is unique to this form of digital storyworld construction based within social  
advocacy and communications. 
The context for developing a digital story interface was related to tertiary learners 
who were conversant with digital technologies and social media communications. 
Various analyses of contemporary learners spoke of the need for immersion and 
interactivity, negotiation of learning within the digital space and communal 
development of knowledge. The higher education context has economic and social 
pressures to provide learning environments with reach and accessibility for learners 
with a range of skills, at a global level, and that include new technologies and diverse 
learning approaches.  
To engage these contemporary tertiary learners within the higher education context,  
I was interested in using story to activate their imaginations. That story construction 
required a strong relationship with the experiences of the learners, so that they  
could perceive the storyworld as being relevant. Within this experiential context,  
the learners were given agency to develop their own narratives.  
The relationship between doing, making and the situation was transformed by 
narrative agency of the tertiary learner through structuring situation and developing 
differing perspectives as a ‘visiting’ participant in the digital world. The definition  
of the digital storyworld model developed a nuanced sense both of digital world 
environments and the storytelling that was a digital fictional narrative immersed  
in a work-oriented situation. The digital storyworld focuses on interior (in-world) 
story components and external transformative narrative as the method to engage  
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or immerse the learners. The immersive quality of this form of digital world is  
in the imaginations of the learners. The digital storyworld encourages moving in  
and out of the digital storyworld ‘reality’, using narrative agency to explore  
parallels with real world experience. The model also engages the learner/narrator  
in exploring differing perspectives that can be transferred into the learner’s own 
experience in work-related contexts, particularly in social advocacy and 
communications situations. 
Finding 2 – Praxis/Poiesis as Narrative Meaning-making 
There is a focus on the interplay between praxis (doing/action) and poiesis 
(making/creating) as central to the transformative process of learning.  
The Heideggerian concept of being-in-the-world has aligned with and explicated 
Dewey’s ‘aesthetic’ non-reflection as experiential learning, in Quay’s (2013) model 
of ‘be-ing, doing and knowing’. Applying the concept of poiesis to meaning-making 
kept a stronger focus on immersion for the learner. This was being-in the middle  
of the story, surrounded by characters, events, dialogues, and needing to make  
some narrative sense of what seemed disruptively complex. The doing, creating  
the narrative, engaged the learner. The combination of immersion in the being of 
story, creating a narrative to fit the story, provided a meaning-making that engaged 
learning, the ‘knowing-that’, as well as ‘knowing-how’. This involved a fluid 
movement between the doing/making and the making/doing, a form of cyclic 
meaning-making process. 
Finding 3 – Practice-led Research Methodology for Digital Storyworld  
The creative practice-led research approach in this thesis is focused on a reflective 
interrogation of the new media storytelling of the digital storyworld. This integrates 
research and practice through an iterative cycle (Smith & Dean 2009) that revisits  
the creative artefact through the research-led approach to theoretical frameworks.  
The new media of applied practice-led research has been predominantly in the area 
of mixed media installation, as a creative work. The application in this thesis is to a 
creative work that is experiential in its transformative storytelling capacity. This is  
a combination of applied creative research into story and the digital world that 
provides a nonsequential and nontemporal story space. This story space is an  
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in-between research area for creative practice-led research into theoretical  
learning frameworks as they relate to digital storyworlds. 
Finding 4 – Deweyan and Brunerian Theoretical Frameworks: 
Narrative as Experience 
The new connections between the theoretical frameworks of Dewey’s experiential 
philosophy and Bruner’s narrative as meaning-making reflect the emphasis on 
narrative story as experiential meaning-making for learning. 
Dewey’s (1916; 1938) definition of experiential learning is related to a process of 
individual growth, and constant transformative experience. Dewey had struggled 
with clarifying the ‘aesthetic’ experience, the transformative moment of learning  
and cognitive understanding within that experience. Bruner’s (1986) narrative mode 
of learning and meaning-making, as integrated within the digital storyworld model, 
helps to make sense of the unknown, to confront and find ways to deal with 
diversity, disruption, interruption and uncertainty.  
The Digital Storyworld Model 
As an outcome of this practice-led approach, there is now a clearly defined digital 
storyworld model. The digital storyworld model started from the premise of 
scenarios and role-plays. The scenarios transferred to stories within the digital 
environment, setting up interrelationships between the settings or events or  
situations and the characters involved in them. The role-plays were transferred in  
this model to the investigation of points of view and differing perspectives, with 
learners as narrators.  
The value of a digital interface was to replicate the complexity of multilayered 
stories of social, cultural and personal relationships. The learners had overwhelming 
detail on interrelationships and complex issues. Finding a narrative entry point  
for the learners required them to summarise and interpret a range of sources  
related to issues and relationships, and synthesise which of these became essential  
to their narrative.  
 
As they took on agency, the learners were making the narrative – and the learning – 
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experiential. Adapting point of view was a part of taking the learners ‘beyond 
common ways of viewing the world’ (Bruner 1986) and releasing imaginations to 
engage with new perspectives. This was also an interstitial space, a playspace where 
learners could take risks in a semi-controlled environment. The digital story space 
was a multilayered reflection of a real-world experience. Where it differed was in  
its stasis. Where direct reality is chronological, and plot or events belong with a 
particular time and sequence, the digital storyworld was grounded in real-world 
experience, but removed from direct reality by overwhelming layers of fictionalised 
character and situation presented in a timeless environment.  
One of the most interesting findings has been the process of researching my 
writing/education practice, through the portfolio/dissertation model. 
Areas of Further Debate 
Digital Leaps to Manage Disruption and Uncertainty 
One of the areas of future interest is to further investigate a narrative-based way  
to manage flux and change. There are both economic and social imperatives for 
learners to develop skills in being ‘portfolio’ people, able to move between formal 
jobs and to take up opportunities that are more freelance or project-based.  
Digital communications and platforms are part of a projected new way of working, 
which has been focused on adaptability and transferability of interpersonal 
communication skills, working with others, managing conflict and negotiation,  
and social global citizenship. 
The capacity of the digital storyworld model to enable learners to leap between 
components of story to challenge them and extend their experience within a digital 
space suggests an interesting avenue of research into transformative narrative as 
a way of managing contemporary disruptions and uncertainties.  
Poiesis, Praxis and Experience 
The being-doing-knowing concept explored in this thesis provides further research 
options related to forms of immersion and engagement focused on being immersed  
in digital story. Poiesis, as emergent from making/doing, starts from a nonsequential 
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storyworld and nontemporal positioning. This emergence provides transformative 
moments, resting within a redefined ‘being’ to develop imagination and ideas.  
Be-ing, as described in the thesis, is about a matured knowledge, and each – be-ing, 
doing and knowing – has an interesting interplay with poiesis and praxis, which 
could be counterpoints to transmedial and other forms of digital storytelling.  
Experiential Learning and Work-Integrated Learning  
This is an area with several future research options, related to the increased interest 
of higher education institutions in Australia in Work-integrated Learning (WIL),  
and investigating ways to decrease student attrition through greater engagement in 
dynamic distance and on-campus education resources.  
Experiential learning has resonances with WIL, particularly in relation to developing 
a space where learners can take on some form of work-related experience in a 
scenario or role-play. The Deakinopolis world, as utilised in a first-year Writing for 
Work unit within the Professional Experience stream of an International Studies 
degree, indicates the potential to research the expansion of this digital storyworld  
as part of a WIL pathway. 
The multiplicity of stories in the digital model is potentially endless, replicating 
ongoing life experience. The digital world itself is endlessly changeable  
through story and digital adjustments. There are possibilities to review the  
effects of Web 2.0 on this model, and on learning for potentially non-engaged 
learners. If this digital interface is replicating a version of the three-dimensional, 
immersive, virtual world, then the components that make up the engagement  
of the virtual world could be experimentally trialled within some form of adaptive 
digital storyworld in two-dimensional format.  Because the digital storyworld  
model balances components of story – as this thesis has demonstrated –  
it would be of value to explore further the current external narrative focus  
on plot and point of view, to experiment with changing the  
variables/components. An example of this could be to set up the storyworld with 
catastrophic settings or environments as the variable component in the  
narrative focus.  
Future Alternative Pathways for the Digital Storyworld 
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The value of storytelling crosses over many discipline areas. Lambert (2013)  
talks about the biology of story and the sensory information, where memories  
are associated with life lessons, such as traumas or memorable events.  
The various digital and oral storytelling centres (the Storycenter, The Moth,  
The Digital Storytelling Unit) focus not only on individuals’ lives but on their 
extraordinary journeys, with a concentration on the ‘totemic power for the 
storyteller’ (2013, p.12). Lambert’s (2013, p.12) concern is for using media ubiquity 
as a tool, not as a ‘screen culture twitch, and the jittery, deficit-disordered, deeply 
insecure, fragmentary identities that come with it’. Story has many jobs,  
Lambert (2013) states,  
…as a learning modality through memory, as a way to address our connection to a 
changing world around us, as a form of reflection against the flood of ubiquitous 
access to infinite information, as the vehicle to encourage our social agency, and 
finally, as a process by which we best make sense of our lives and our identity. (p 14)  
The digital storyworld model could be applied to supporting rural and remote 
communities, changing the components to develop an environment or group of 
community-based projects. The dynamic would come from the local community 
interest groups bringing their stories to the digital world repository through blogs, 
podcasts and videos reflecting on key social issues for that community, to share with 
other remote communities at a global level. The digital storyworld then becomes an 
interactive model which shares transmedia outputs and communications through the 
immersion of local community groups. These groups utilise discussion on issues 
such as handling local community trauma, ageing, developing a sustainable 
community, creative linkages with other communities’ strategies and stories to  
break down isolation, transport and regional infrastructure and creative regeneration 
of communities. Because these are digitally based, these discussions and stories  
may be shared locally, nationally and globally. 
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Conclusion 
The leaps of experience referred to in the title of this thesis are central both to  
the creating of the digital storyworld model and the engagement of tertiary learners 
in transformative narrative. Within the portfolio, my experience as educator and 
writer was instrumental in developing a digital storyworld model that moved away 
from digital storytelling and virtual world environments as focusing on story through 
media, personal narratives and characters operating within an immersive world.  
The model aligns components of story, such as character, setting and situation or 
events within the storyworld, in a nontemporal and nonsequential series of textual 
and other media forms. The external positioning of narrative structure and point of 
view enabled the learner/narrator to activate this digital world through transformative 
narrative exploring different perspectives.  The interrelationship between the 
doing/action (praxis), making/creating (poiesis) and situation itself provides evidence 
of the Deweyan experiential educational philosophy explicated by Quay’s (2013)  
be-ing, doing and knowing.  
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